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General Editor's Preface 


There can be little doubt that education is being pressed to concen- 
trate more and more on instrumental skills and marketable capabili- 
ties. The idea of a balanced, liberal education in which all sides of 
the human character finding scope for development is being de- 
emphasized. Vocational education with its emphasis on the work- 
place, on job experience and the labour market, is increasingly the 
order of the day. 

Despite this trend there is a real and genuine concern within 
schools that they should provide a social education for all their 
pupils. The concern to teach morality, and support for a caring and 
civil community remains strong. It is to this issue that this book is 
addressed. It addresses both the theory and practice of social educa- 
tion and does so out of a realization of the practical problems which 
face teachers. 

In its two sections — Principles and Curriculum Development 
— this book examines the grounds for social education and its 
practices in a direct and readable fashion, and uniquely. No other 
book does so across the curricula range achieved in this book. On 
this and the practical usefulness of the book, the editors and contri- 


butors are to be congratulated. 


P.H. Taylor 
University of Birmingham, 1986 


mudo 


Preface 


As the references and bibliographies is this book indicate, much has 
now been written on social education. This volume is an attempt to 
bring together the many diverse curriculum approaches to social 
education that now exist in order to provide a practical handbook of 
methods and resources. 

The book is divided into two sections: Principles and Curricu- 
lum Developments. Common to both sections, however, 


for method in social education based on participation and 
Such an approach assumes e 


is a concern 


discussion. 
quality between participants and respect 
for all individuals. Prejudice and discrimination based on such factors 


as gender, race, class, age etc. have no place in a critical social 


education though it is the task of social education to enable learners 
to examine such attitudes in the classroom. 


Chris Brown, Clive Harber and Janet Strivens 1986 
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Part I 
Social Education: Principles 


Social Education in Secondary 
Schools: Principles and Practice 


Chris Broson 


The vulnerability of schooling to short-lived bandwagons is matched 
only by teachers’ imperviousness to them! It is easy enough to 
understand how the education of the young can attract the attention 
of political or moral campaigners. The young are the citizens of 
tomorrow; what they are taught in school might determine how they 
think and behave as adults. But the ability of teachers as a group to 
resist these pressures is usually quite effective. On balance we should 
probably be thankful for the strong professional cynicism towards 
bandwagons. It can be very frustrating for reformers to encounter 
such cynicism but it does ensure 
and protects the young from the 


some continuity in educational life 
wilder excesses of both reformers 
and reactionaries. 

On the other hand, there is no obvious reason why long 
established customs of mass schooling should be immune from 
ange. There may be no virtue in change for itself 
but nor is there much rationality in refusing to consider whether 
change is needed. The practices acted out daily within classrooms 
à but they did not spring up fully fledged in the 
The problem is to identify changes which 
olution and those which are merely 


criticism or even ch 


have endured over time 
guise we now recognize. 
are part of a long-term ev 
ephemeral. 

How, for instance, can we best understand social education, the 
subject of this book? The term itself is certainly not new; it was used 
as the title of a book published by Scott in America in 1908. The book 
lucidly sets out principles of education which are easily recognized in 
the more prosaic language of today’s official reports: 

The school as a special organ for education must fit into the 
rest of society, Must supplement it where necessary, and learn 
from it on every side. It must prepare the children to live the 


Chris Brown 


best possible lives both j^ ee 
which they are to enter. In order to i a 
ted not only to the present state of society, ut it 

S the ^ wk uem gs pine ciae mn s 

carefully avoid fitting o 
eundi Mis It must indeed do gs i» m 
because society itself is constantly epi oe e SR x 
industrial and business world, but the whole life of to lay 
quite different from what it was thirty or even usce a 
To be really effective the school is forced to idea e is 
present activities of society, and prepare the young : a 
future world which exists only in the minds and hear 3 o the 
community. The school at its best is a D as every 
embryo is a prophecy of a better and nobler life. 


Scott's account is not essentially different from many AS de to 
characterize social education today. The only difference is dee 
whereas Scott was an individual in the tradition of education re i» 
mers, advocates of social education in Britain today often have the 
backing of the most powerful and the most monied influences : 
education. For instance, much of Scott s argument can now be foun 

in HMI documents, MSC guidelines and employers’ recommenda- 


tions. Perhaps, then, social education is neither new nor ephemeral; it 
has simply been rediscovered. 


The Students’ Perception 


experienced daily by teachers, 
of the ordinary routine of sc 
dignity: is a rejection of School because 
schooling destroys igni pupils set up an 
alternative means of achievi by turning the 
school’s dignity system upside down’. 


what they think about 
ame thing: 


» Albert said (p. 27) 


young people say the s 
Corrigan (Corrigan, 1978) 


Question: What do 
Albert: [ye played t 


secondary 
in response to Paul 


you think about boys that play truant? 
ruant, it’s just because you get so sick of 
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school. In engineering drawing I stopped off because 
there's this teacher and he is always picking on you and it's 
hard and I don't know what to do, so I just stay off. 
Question: Why do you think boys play truant? 
Albert: It’s just like with teachers who are saying things are 
too hard to do. They get sick of teachers who are just 
picking on them and sending them out of the class and that; 


so they just don't go. 


But it is not only the hard cases who experience school as an attack on 
their dignity. Mandy told Roger White (White, 1983) 


You can’t put up your hand and say, ‘Sir, this lesson's very 
boring'. You just aren't allowed to do that in school. If you 
feel it's boring, you think there's something wrong with you: 
you get worried because everybody else is writing things 
down. Everybody else is telling you what’s best for you and 
what ain’t, but you’re never taught to question anything. 
You're never taught to think like that. If you do question 
s something wrong with you: you're insolent, 
you're naughty, you're a thug. I remember once being so 
bored with geology that I started reading my book, Fantastic 
Mr Fox, and the teacher called me out. ‘Mandy, what are you 
doing?’ ‘I’m reading Fantastic Mr Fox’. He told me to get out. 
When I said, ‘Actually I find your lesson very boring’, he 
thumped me and sent me to the Deputy Head. He could at 
ve took it that I found the lesson very boring. 


anything, there’ 


least ha 


Geoff implies that the problem is not just one of a few disaffected 


troublemakers: 


Obviously you need a certain amount of discipline, otherwise 
everything’s going to pieces, and it must be hard to draw the 
borderline between discipline and relaxation. More consulta- 
tion with the kids would be better, because a lot of decisions 
are made just by teachers and they do affect the pupils. 
Teachers think pupils aren’t old enough, but most of them are 
really, and some are older than the teachers in some ways. 
Perhaps having a body of pupils who could speak at staff 
meetings would help. 


The hidden curriculum of school initiates children into a future 
institutionalized world where as adults, their opinions will count for 
little but so long as they abide by the rules they will be rewarded. The 
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trouble is that this sort of social Pus ras is Macr Pu y dep 
ically s in an erstw acı 
in) predi) thes. iid than it has been for a long tume 
TE oie c iver the rewards for conformity, it is 
and thus the system cannot deliver t 
MEC este preis easy to change the habits of decades merely 
M E EE is prepared to hand out cash. The problem is de 
ider than education. The position of young people in reped 
mi characterized by low status and relative powerlessness. 
rine pae le feel that the young are always ‘getting away with it’. 
mue Ede ids the sensibilities of many adults; their sexual 
ee Mr deii fashion can reduce even the most sympathetic 
cag uo i But, insofar as this picture of the young reflects 
ces ii vol life for the average young person it is the same response 
the reality aian in school — an attempt to assert status, 
cree and dignity in the face of persistent repression. Social 
education is a response to this situation. 


What is Social Education? 


One way of attempting to understand social educ 


with the sort of academic programmes which currently characterize 
vast tracts of the secondary curriculum, In these | 
are required to attend to a mass of detailed data with which they are 
totally unfamiliar partially derived from some cipline 
knowledge of higher education. The object of their activity is to 
remember as much as possible of what they are told or read and 
faithfully reproduce it at some future date. The bulk of their 
experience in school is taken up with this activity which is undertaken 
in little time pockets divided by the ringing of a bell. Work is nearly 
always individual rather than cooperative and failure to remember 
adequately is attributed to low intelligence (‘thickies’) or to Opposi- 
tion, whether apathy (‘laziness’) or resistance (‘disruption’). Valued 
knowledge is always cognitive, never affective or practical and it 
always therefore involves writing and/or reading 
al commitment or practical expression. 

Carl Rogers (1983) has suggested that teaching like this is based 
on several basic assumptions: 


ation is to contrast it 
programmes learners 


of the disciplines of 


never any emotion- 


(G) pupils cannot be trusted to learn; 
(H) passing exams is the best criteria for judging potential; 
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(ii) what teachers teach is what pupils learn; 

(iv) learning is the accumulation of information; 

(v) pupils are best regarded as manipulative objects, not as 
persons. 


So how can we define social education? Between them, the following 
say as much as can be said in a short definition: 


The term ‘social education’ will ... be used to cover all those 
teaching or informal activities which are planned by curricu- 
lum developers, teachers, or other professionals to enhance 
the development of one or more of the following: knowledge, 
understanding, attitudes, sensitivity, competence, in relation 
to: 

— the self and others, and/or 

— social institutions, structures and organisation, and/or 
— social issues. (Lee, 1980) 

Social education is the conscious attempt to help people to 
mselves the knowledge, feelings and skills neces- 


gain for the 
n and others’ developmental needs. 


sary to meet their ow 

(Smith, 1981) 
In their different ways, these definitions arrive at much the same 
point. Both stress feelings and skills as well as knowledge and both 
regard the personal development of the learner as the purpose of 
social education. However, Lee puts emphasis on certain issues 
external to the learner while Smith regards the learner’s needs as the 
ning social education. In this Lee reflects 
s of schooling while Smith draws on the 
more open traditions of youth work. However, for our purposes, 
these two definitions are complementary because in practice social 
education takes two forms. It can be a curriculum or it can be a 
pedagogy. Lee’s definition relates more to the social education 
curriculum while Smith’s refers more to teaching/learning methods 
and to questions of general relationships. We will pursue these two 


determining factor in plan 
the more formal structure 


directions separately. 


The Social Education Curriculum 


ain focus of this book. Indeed, the book is 


The curriculum is the m 
as of the social education curriculum 


designed to explore the major are 
and suggest ways of tackling them which encourage ‘good practice’ 
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by helping teachers to think through the oes pile eia jon 
attempting to do and to construct effective an joy g 
o 
lip em seventies the secondary curriculum has been iim 
by courses which focus on aspects of living is Ru enr 
and there are probably few schools today whic lo E o : us 
course. While we can use the label 'social education ort ve E i" : 
there are wide variations. At the most rudimentary v socia 
education may be little more than short courses in careers e end 
or health education. Other courses are more Vira an e 
incorporate careers and health along with other topics such ui aii 
ducation and political education in programmes with titles i i 
^ : ion for life’ or ‘design for living’. Alongside these courses, 
P dd d with them, are likely to be courses in child care and 
Ned E DER have sprung up as an extension of home economics 
ior die en aide Even more elaboration is usually indicated when 
ag “social education’, ‘social studies’ or ‘community studies’ 
are used. In these courses there is likely to be a planned syllabus and a 
higher level of commitment on the part of staff. i 
Social education, whatever its degree of elaboration, tends to 
appear at fourth and fifth-year level and is offered frequently only to 
‘less able’ pupils. In some schools, however, there is a firmly held view 
that social education should be compulsory for all pupils. Another 
strongly held view by some teachers is that social education should 
not be examined in any formal sense but the more elaborate the 
course and the larger the range of 


pupils who take it, the greater is the 
pressure to introduce a mode III exam or even a mode I for the *more 
able’. 


A powerful driving force behind soci 
within the school that modern society has 
‘children’ to be let loose in safety without 
While this underestimates the resilience 
must nevertheless be said that social edu 
firmly based on a genuine caring motive. 
social education is seen to lie within the p 
where RE has been left to wither in the f 
thus displaced may well be relocated into 

For ‘less able’ pupils the traditional 
appear moribund in recent years, a perception hastened by ROSLA 
and the spread of comprehensive education. Some consideration of 
contemporary life and experience seems to many 
relevant for pupils w 


al education is a concern 
become too complex for 
some sort of preparation. 
of most young people, it 
cation in many schools is 
It is no accident that much 
rovince of the RE staff and 
ormal curriculum, the staff 
moral or social education. 
curriculum has come to 


teachers to be more 


ho will not be going on to further or higher 
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education. Moreover, if the curriculum of the ‘less able’ pupils can be 
made more interesting. for the pupils themselves it relieves the 
pressure of classroom control on the teacher. 

A lot of social education is also a direct response to outside 
pressures. Health education is vigorously backed by the Health 
Education Council. Development education is financed by the EEC. 
The biggest impact on the social education curriculum recently has 
been the government itself, particularly through the MSC and its 
attempt to shift schools away from subject-based curricula and 
didactic teaching methods. The motives behind this are closely tied 
up with youth unemployment and a concern to shore up the work 
ethic. 

In the schools, the social education curriculum has low status 
and few resources. The consequences are that, because it does not fit 
into a ‘subject’ definition it is implemented without much thought to 
aims or to a coherent plan of learning. Such principles as are applied 
are often not examined closely and the whole enterprise takes place in 
an ethos of utilitarianism and ‘common-sense’. 

There are several grounds upon which a critique of the social 


education curriculum can be based: 


G) There is a tendency for material to be underscored by 
implicit values of one sort or another. For instance, 
whatever attitudes a geography teacher might hold perso- 
nally, in teaching geography he/she is confined to a 
technical and validated body of knowledge. But in social 
education it is much harder to be so detached and 
students are frequently suspicious that teachers are just 
grinding their own axes. 

Gi) It is quite common for much social and personal educa- 
tion to focus on individual behaviour like ‘choosing’, 
‘making decisions’, ‘forming relationships’ and so on, as if 
these were activities which could be isolated from en- 
vironmental and situational factors. In reality, the peer 
group and the neighbourhood are more powerful in- 
fluences than most teachers recognize. 

(ii) Often social education courses are called ‘preparation for 
life’, which is perhaps one of the more insulting aspects of 
social education for young people. Are they not living? Is 
their present life less valid than their teachers? Or does 
the phrase carelessly admit the poverty of much of ‘life’ in 


school? 


Chris Brown 


(iv) Social education is often overtly an attempt e - ki 
levant. Unfortunately, relevance is Set E » ue eS 
perceived as relevant to pupils by adults. Ww i s. za 
ceived as relevant by pupils (sex, the police, yer vik 
is usually ignored or infused with qs een 2 

(v) One of the strengths of conventional social ec vob ue 
that however value laden or irrelevant it may be, teachers 
often recognize that they cannot always teach’ it in the 
usual way. Some space must be found for pupils opinions 
and for debate and discussion. Unfortunately, unless 
there is also some substance, debate may just deterior 
into superficiality and the exchange 
newspapers. , T y 

(vi) Another feature of social education is th 
involves issues which, in public life, are 
This leads teachers to reduce issues to the 
denominator (for example, 
political arguments) or to av 
example, racism) altogether., 
boring or both. 

(vii) The social education curriculum is freque 
the way it is organized. ‘Leisure’ course 
tobacco and drugs. This may be 
awaited but disappointing sex ed 
downhill — civics is followed b 
which heralds the most ironic of a 
— careers. To achieve any 
principle is needed. 

(viii) Social education is extraordinarily susceptible to the 
prevailing moral panics. Is the illegitimacy rate increas- 
ing? Then we need better sex education. Is divorce rising? 
Then we need family life education. Is there a growth of 
political extremism? Then more political education is the 
answer. Is there no work for school leavers? Then 
urgently develop vocational education. Social education 
will be defenceless against such tendencies unless it has a 
positive rationale in an educational context. 


ate 
of slogans from 


at it usually 
controversial. 
lowest common 
political parties rather than 
oid the dangerous areas (for 
Thus they become unreal or 


ntly a mess in 
S give way to 
followed by the long- 
ucation. Then it is all 
Y personal budgetting 
ll the social educations 
credibility a better organizing 


There is no easy solution to finding a co 
social education curriculum. This book s 
the more common components of the 
explore the problems faced by those 


herent way of organizing 


a 
ets o 


ut to examine some of 
social education curric 


ulum, to 
Who want to teach the 


m well and 
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to suggest 'good practice". Richard Pring (1984) outlines the princi- 
ples by which ‘good practice’ might be judged: 
We might therefore ask of the curriculum and of the other 
experiences pupils are receiving in schools: does the curricu- 
lum, for example, 


(i) respect pupils as people who can think, that is, have 
their own ideas and points of view, capable of contri- 
buting to the various explorations, enquiries, or activi- 
ties that children and adults engage in? 

Gi) assist pupils to see others as persons whatever their 
colour, creed or appearance? 

Gii) enable pupils to see themselves as persons, able not only 
to think and to reflect and to develop a point of view, 
but also to accept responsibility for their own be- 
haviour and future? 

(iv) foster that attitude of respect for oneself and others as 
persons, that is, as people that have legitimate points of 
view and that can and should be held responsible for 


what is done? 


Social Education Pedagogy 


The trouble with the social education curriculum is that however 
good the components, it has to seen ina wider context. There is little 
point in fostering ‘open’ classrooms in health education if maths 
lessons remain coercive and threatening, Political education skills are 
meaningless if they are ignored in the school generally. Smith's 
definition of social education emphasizes the personal development 
of the learner. From this perspective social education is method rather 
than curriculum. Indeed, it may be that the best practice in social 
education is not expressed through a curriculum at all but through the 
quality of the learning situations created throughout the curriculum 
as a whole and the quality of the relationships which pervade the 
entire. school. Implementing social education along these lines is 
vastly more difficult than introducing a new ‘subject’ (though that is 
difficult enough!). A majority of staff have to believe in the need for 
new methods and experience adequ 
red by a small group of enthusiasts who can 


ate in-service training whereas a 
new subject can be pionee 
be left to get on with it w 
always done. Moreover, any se 


hile everyone else does what they have 
rious school policy on social education 
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requires organizational and managerial skills from senior staff who, 
even if they can persuade the teachers, must still convince governors, 
LEA and parents if they are to be successful. PEA 
i i ucation can be characteri E 
The methodologies of social ed 
variety of ways. 


Person-centred Teaching 


This is ‘an approach to teaching which attempts to relate formal 
l ur school to the wider process of personal growth and 
n l 
aa hasizes learning rather than teaching and places 
development. It empha g ; pis 
the relationship of the teacher to the pupils as the key factor in the 
? (Whitaker, 1984). 
P o n teaching involves respect for learners indepen- 
tell success. It assumes that learners have skills, 
dent of their ski or "jen ets have skills, 
knowledge and experience not possesse 9y the teacher and there y 
laces the relationship of teacher/learner in a more equal context of 
ac a i ; 
ieee Thus learners are not perceived as ignorant and cannot be 
labelled ‘thick’. A 
The test for good social education teachers may be 


the extent to 
which they subscribe to either one of the following 


assumptions: 

A Pupils dislike learning and try to avoid it. They have to be 
coerced and controlled and even threatened with punish- 
ment to do it properly. Most pupils wish to avoid having to 


eir own learning and prefer to be 


rgy and enthu- 
bly take responsibility for 
way. 


practice. Teachers who can see that B is 
easier to struggle to understand what social education means in 
practice. 

One logic of person-centred teaching is that 
ing as well as ability-related grouping become 
matters is motivation on the part of the learner, 


age-related group- 
s irrelevant, What 
commitment by the 
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facilitator and a shared interest between all concerned. Within some 
limits determined by maturity and prior learning, age ceases to be the 
all-important factor it usually is in formal compulsory education. 


Groupwork 


A characteristic of good social education is that a great deal of it will 
be done in groups. This is not to say that individual learning should 
never take place. There will be many times when learners will wish to 
reflect on their learning privately; there will be times when they may 
wish simply to be away from the interactions with their friends. 
There will even be times when some individual study will be the best 
way of moving forward. 

Nevertheless, groupwork offers a framework for all sorts of 
learning. For a start it encourages learners to see that there is not a 
single source of authority for learning because groupwork involves 
icipants in contributions which help others to 


some, if not all, the parti 
learn. In this way learners see that they can also be teachers. 


Another feature of groups is that they encourage a deeper level 
of learning than is usual in didactic learning methods. Group 
discussion, if participants are skilled, enables ideas to be bounced 
around and the range of understandings to be uncovered so that 
knowledge is recognized as many-sided and subtly-shaded. 

Group learning has a crucial role to play in the emotional aspects 
of learning. Participants can share their feelings about not under- 
standing and of feeling inadequate. No one need be isolated with a 
sense of personal inferiority. Moreover, personal effectiveness can be 
greatly enhanced in groups rather than in more common isolated 
learning methods. Finally, group activity can be structured to engage 
participants in a range of active learning situations, from ranking a 
series of propositions to implementing a political pressure campaign. 
Effective and enjoyable learning occurs when learning experiences are 
varied and shared and the group structure facilitates this. 

However, it should not be assumed that individuals possess the 
skills to make the most use of groupwork automatically. On the 
contrary, although most young people have experience in family 
groups and peer groups, their experience of more formal groups is 
limited. The skills of groupwork therefore need to be developed and 
practised deliberately and self-consciously. The traditions of formal 
education are so strongly rooted in a one-way, individualistic trans- 
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isiti f gri york skills can only 
mission pedagogy that the acquisition of pa dn te skills iis 
i j f E development for both 
be achieved by a long-term programme of p 
teachers and learners. 


Experiential Learning 


This is a rather more complex concept than is was, g lighe 
it is helpful to distinguish between experiential learning, 
PN NE iiis i Pn s specially constructed in the classroom bv 
Which reler ro Hoe is ues learning which refers to oce 
teachers; and experience-based lea AH 
when learners are deliberately put into situations ló : NU 
side the learning environment. Thus a group exercise, a 
probably edad simulation are experiential, but work experience, 
zale play el : "cin observation are experience-based. However, 
ER epe E da are in many Ways very different (for 
deb i the most of control learner and teacher have) in terms 
pri seti for learning, similar criteria apply, 

The claims for experiential learning rest on the argument that 
learning has three components — knowing: doing; and feeling. 
Formal education is overwhelmingly focussed on knowing, with the 
result that when people feel badly about their experience of learning 
there is no chance to air these feelings. This then may interfere with 
any further successful ‘knowing’. By tradition, ‘doing’ learning, for 
example PE, drama, craft, is consigned to the peripheries of ‘proper’ 
learning. To all intents and Purposes, ‘feeling’ learning is banished 
altogether. Experiential learning combines all three. ‘Content’ is not 
lost; experiential learning is not some mindle 


but nor is it a solemn ritual of isolated intel 
time the emotional impact of the experience 
explored and shared, 

In experiential learning, 
storm, problem-solving, 


asions 
hich already exist, 


ss, mad frenzy of action 
lectualism. At the same 
and the learning can be 
action, whether it is discussion, brain- 
etc, goes on at the same time as reflection. 
he two occur simultaneously. Thus in a discussion of say, abortion, 
participants are not only hearing the words of others on 
they are monitoring the interactions, attitudes 
members by Observing all the non-verbal cues and 
they are playing in the discussion and what they 
discussion experience such as this there may 
necessary to stop the talk (ie the discussion of 
how group members are feeling about the 
sion itself, 


the issue but 
and emotions of 
asking what part 
are learning. In a 
be times when it is 
abortion) to check out 
experience of the discus- 


14 


Social Education in Secondary Scbools 


Experiential learning then, is more than ‘active’ learning. Stu- 
dents who are familiar with transmission learning often complain that 
‘real’ learning. Once the element of reflection is 
added, however, they are able to share their feelings about the 
experience while it is happening and then perhaps influence its future 
that it is different to the sort of learning they are 


active learning is not 


course or recognize 
used to but nevertheless real in its own terms. 

al learning demands skills of teachers that few possess. 
no question of the teacher determining a 
precise learning schedule. The outcomes of experiential learning can 
never be predictable. The teacher must be ready to follow a lead set 
by learners, though at the same time be ready to suggest or guide if it 
seems necessary. Teachers must take part in a cooperative learning 
exercise rather than a continuous formal teaching strategy. Of course, 
there will always be times when a formal input is needed. As part of a 
1 ning strategies didactic teaching has a place. 
‘ously concerned to engage in social educa- 
c rs in a whole range of learning 
free-for-all and structuring it 


Experienti 
For instance, there can be 


whole repertoire of lear 
But teachers who are ser 
tion must become skilled practitione 
processes. Experiential learning is not a 
properly is not an easy task. 


Problem-solving 


dge as problematic, tentative. and 
we normally treat knowledge. The 
at it is certain, fixed and 


Social education treats knowle 
many-faceted. This is not how 
most common perception of knowledge is th 
straightforward. The dominant teaching mode simply involves trans- 


mitting a body of knowledge from a teacher to a learner. Now, there 
; 1 n a social education programme when know- 


thought of in this way. When it comes to 
such as using equipment or learning French 
be limited or pointless. At other times 
it mav be convenient to transfer information as if it were unprob- 


lematic and straightforward. However, for the most part, social 
education knowledge is validated within the learning process and is 
alwavs under the control of the learner rather than imposed from an 


external ‘authoritative’ source. — 
A good example of the difference between social education and 


traditional learning is the role of ‘mistakes’. Conventionally school 
pupils seek to avoid mistakes. When they are made they invite 
punishment or censure of some sort. They are seen as a mark of 


may be occasions withi 
ledge is appropriately 
technical instructions, 
verbs, the room for doubt may 
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failure and an indication of lack of ability. In Pe 
education, there will be many mistakes before Em rd A E 2 
In a problem-posing approach, there may sci liiis "a toa 
conventional sense. Mistakes are a eiui d cac de Eon 
solving — they are to be sought after and welcomed. pur 
f ‘success’ insofar as they represent an attempt to pi 
: d provide data and experience with which to tackle the 
boe ien Unless people have the courage itus mistakes 
their learning will be shallow and fragile and they will always remain 
dependent on others. 


Human Relations 


One feature of all these methodologies is what might be called their 
human relations element. Teachers are used to separating out the 
‘academic’ from the ‘pastoral or tutorial ? Cognition reigns supreme. 
Writing, reading, listening, memorizing, copying out are the domi- 
nant features of most classrooms. These would not necessarily 
disappear if new methodologies were used widely but they would 
become just part of the repertoire of facilitating learning. 
Behind the methodologies of social education lies the 
learning ‘subjects’ should go hand-in-hand with 
oneself and others at the interperson 
goes on continuously even in our 
negative as we saw earlier. Pupils learn that they are ‘thick’ or 
or ‘selfish’ or ‘cheeky’ and so on. Today’ 
framework for developing consciously 
human relations. Social education 


belief that 
learning about 
al level. Of course, such learning 
Present schools but it is usually 
‘lazy’ 
s school offers no systematic 
the skills that go with good 
should not ignore this dimension. 
not ignore the more traditional 
just ‘lifeskills’; it can also be 


areas, expanding horizons, 
tions. It will embrace learni 


astronomy, the history of 
recognizable school subjects are 
reason why the methodologies of 
applied to the whole range of 
chool? If learners want to 


equally valid. Indeed is there any 
social education should not be 
examination subjects on offer in s 


attain 
exam success, if the learning en 


vironment is person-centred, if 
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oe methods are cooperative, collaborative and experiential, why 
should teachers not use social education methods to achieve exam 


success? 


Learning and Study Skills 


g that is part of social education, is to teach 
learners how to learn. There is no point in dumping a class of fourth 
or fifth years into a brainstorm or a rank-ordering group exercise, if 
the methods have not been fully explained. Learners who have never 
known anything but ‘chalk and talk’ will not be suddenly trans- 
formed into competent role-players or cooperative team members. It 
needs explanation and practice to shift from the passive pupil role to 
the active learner one. 
But if social education is to seriously embrace a goal involving 
mastery of a body of knowledge as well as the human relations skills, 
then attention will need. to be paid to the more limited range of 
academic study skills as well. Study skills have been described as: 


An approach to learnin 


(i) formulating and analyzing the range and nature of in- 


formation to be gathered; 


identifying and appraising the most likely sources; 


(ii) 
(i) tracing and finding them; 
(iv) examining, selecting and rejecting what is found; 
(v) using or interrogating resources; 
) otherwise recording any information 


making notes Or 


found; 
nthesizing and evaluating 1t; 


(vii) interpreting, analyzing, SY 
rganized way; 
to improve future 


(viii) presenting and communicating it in an o 
(ix) evaluating personal performance 
efficiency. 

All the social educations are likely to be involved here — it is 
person-centred because learners themselves discover and evaluate 
knowledge; it is experiential because knowledge is not just transmit- 
ted but has to be found and interpreted; it 1s likely that most, if not 
all, of these study skills will be best achieved in cooperative group 
activity; and it i5 problem-solving because the knowledge is not given 


but has to be found, analyzed and communicated. 
Indeed, if a schoo han a whole-school policy on 


| got no further t 
study skills it would have gone a long way towards social education, 
even if the human relations aspects is not exp 


licitly tackled. The 
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failure to foster skills of learning is perhaps one of the greatest 
indictments of traditional schooling. The effect has been that students 
whose cultural background already contains the social skills and 
mental dispositions required for learning are automatically if unwit- 
tingly, advantaged despite the fact that those without the s kills could 
be taught them relatively easily. Our complete failure in this respect 
demonstrates how lightly we regard learning. For all the claim about 
the serious nature of learning, the school system has largely ignored 
the means by which learning is achieved. 


Conclusion 


Up to this point, this chapter has been | 
potential of social education; 
eulogistic; there is little point in 
out enthusiasm. Nevertheless, so 
Firstly, the principles 
discussed in this chapter are not widespread outside schools. Most 


societies which can afford and which need systems of mass schooling 
have them in order to produce citizens who accept prevailing norms 
as natural and who are oriented to the large scale 
structures which dominate adult life. Social educ 
very helpful here. 
On the other ha 
education is coming 


argely positive about the 
in places, it may even have been 
approaching social education with- 
me realism is necessary, 

and practices of social education. as 


bureaucratic 
ation might not be 


nd, much of the pressure 
from outside the school. S 
there is more emphasis on the diversity of 


uniformity of morality. Social and cultural lif 
defined by role and custom than it used to be, 
almost certainly contain more change 
Longer periods of non-work may 
more personal resources in indiv 


for versions of social 
Ocieties are changing; 
culture rather than the 
€ is more varied and less 
A working lifetime will 
and innovation th 
be in prospect 
iduals and more 
in communities. This is one rationale for 


an in the past. 
, again demanding 
cohesive structures 


2 social education but 
whatever the future prospects, the Present is still in the shadow of the 


past and in this light social education looks either idealistic or 
subversive. 

Moreover, if social education is the child of economic forces, 
teachers are obliged to ask very searching questions. Is it ade 
just another species of factory fodder? Is it just a more subtle 
of social control in a workless society? But how social education is 
delivered in classrooms is not enurely under the control of outside 
forces. Whatever the motives of employers and politici 


vice for 
version 


ans, the 
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practices of teachers could give young people a worthwhile experi- 
ence in schools which most do not get now. Even as radical a critique 
of official educational responses to youth unemployment as the 
collection of essavs entitled Schooling for the Dole? (Bates et al 1984) 
acme by recognizing that much of the ‘new realism’ symbolized 
by the concept of ‘social education’ is at least a recogni io 

traditional ani and techniques have been vic dia dads 
people. They point out that much of the MSC rhetoric concerning 
race and gender equality can be taken at face value and pushed to lis 
limits by teachers. They suggest that social education might offer 
s for educational and personal development than 
al forms of social and life skills training, 
and sensitivity which the 


greater possibilitie 
the narrower, vocation 
assuming teachers with the sophistication 
following chapters encourage. 

Mark Smith (1981) concludes his lucid discussion of social 
education as follows: 

— much social education has been uncritical of the society 

and time it has been borne of. It has accepted the powerless 
it is supposed to help and done little to 
even though this would appear to bea 
values. In an unjust society 


position of those 
change that situation, 
direct contradiction of its core 
social education has to be critical ... 

In a sense it should be unnecessary to put the word 
critical in front of the phrase ‘social education’, for what is 
education if it is nota critical process? Unfortunately much of 
es for social education neither questions nor de- 


what pa 
velops. 
_.. Helping people to meet developmental needs must 
involve educators in politics and in making plain the values 
and assumptions that inform their work. Personal problems 
be fully understood and acted upon 
‘troubles’ and public 
onand whilst 


and experiences can only 
when they are seen as both private 
issues. This is the task fora critical social educati 
the problems are formidable, the opportunity for action 1s 
always with us. 

a for society’s ills. It is almost barren 
So social education will not under- 
and it is not a cure for 


Social education is not a panace 
as a form of social engineering. 
mine the class system, it will not end racism 
football hooliganism. 

Social education 1s aimed at offering young people a better deal 
in their immediate life at school and perhaps in the other areas of their 
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lives. It is not ultimately a zw cura n CBE repris iue 
1 ed polic sent. 
variado i aei fnd sinl ä different place; teachers also 
est y eps iens whole-school approach to social education could 
coran ns own professional satisfaction. But they will need 
mis d ade imaginative leadership than they are presently 
-— bass senior management in schools, in the LEAs or in central 
ui cnm need in-service training and staff development. 
Most "€ practice in social education is a radical departure eX 
traditional skills. Those who are good at these will need a lot 3 
rsuading before they even consider supplementing them. Those 
r e less good may find the new methods and attitudes even move 
down. Nevertheless, the various chapters in this book suggest 
how some of the subjects commonly defined as social education can 
be approached and in illustrating the techniques that go with the 


rinciples and practices outlined in this chapter, will show how all 
ee could become social education. 
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Social Education: Some Questions on 
Assessment and Evaluation 


Robert Stradling 


Introduction 


Those of us within the teaching profession who are concerned with 
the provision of social education programmes, whether this be in 
secondary, further or tertiary education or teacher training, seem to 
have very mixed feelings about the desirability, educational value and 
practical feasibility of systematic course evaluation and student 
assessment. 

Some schools and colleges have introduced course monitoring 
procedures: colleagues observe and discuss each others’ lessons and 
course teams meet regularly to consider changes and improvements. 
In some other schools course teams start off with good intentions 
regarding evaluation but soon find that the usual organizational 
constraints and problems take up an increasing amount of their 
non-teaching time leaving little time for mutual reflection on the way 
is going. There remains a sizeable minority of teachers 
who eschew any kind of systematic evaluation preferring, pedagogi- 
cally speaking, ‘to ‘fly by the seats of their pants’ and rely on “gut 


reactions’, just as they always have done. | 

Provision for student assessment In social education ranges from 
the complete absence of any form of assessment at one end of the 
spectrum to formal examinations and continuous assessment for CSE 


mode I and III syllabuses at the other end. Somewhere between the 
two poles one finds schools and colleges employing student self- 
assessment schedules or utilizing the student profiles developed for 
TVEI schemes or City and Guilds Foundation courses, OF developing 
their own profiles loosely based on the models developed by the 
Further Education Unit or the Schools Council. f 

In this chapter I shall be arguing that some form of course 


B.C.E KT., Wasi Bangs Ta We X 
LN 


Bate 1347.87] i P n 


the course 
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evaluation and student assessment is necessary in all social education 
programmes and should be regarded as an integral. element in 
curriculum design and lesson planning. However, the kind of course 
evaluation I have in mind is formative, ie. aimed at developing and 
improving one's teaching rather than judging it against some notional 
standard; and the type of assessment argued for primarily is student 
self-assessment. Beyond this I shall also suggest ways in which both 
formative evaluation and self-assessment can be integrated into social 
education courses. 


Some Definitions and Terms 


I shall be using the term social education throughout the chapter as 
a kind of catch-all label not only for those courses which have 
proliferated in the 1980s with titles such as social education, personal 
and social education and design for living, but also for those areas of 
the curriculum for which ‘social education’ might be said to be an 
umbrella term. Here I have in mind political education, moral 
education, media studies, peace studies, health education and so on. 
The term ‘evaluation’ is used here to refer to the proc s of 
collecting information and making judgments about the feasibility, 
effectiveness and educational value of a course, unit or lesson in order 
to make further decisions about provision, course structure, learning 
activities, teaching methods or cla 
‘feasibility’ involves asking question 
adopted was suitable for a given g 
could reasonably expect the 
expected of them; and so forth. 


is. self- 
criterion. one 
> intellectual or emotional develop- 
ment, etc. As noted earlier, evaluation in this sense can be formative, 


intended to provide useful feedback on how the course is developing, 
or it can be summative, intended to establish what the innovation has 
achieved. The emphasis can be on the teaching and learning process 


— what is happening in the classroom — or on the product — what 
was learned. 


The term ‘ 


explanatory although 
adopts, for example, relevance 


ssment’ is used here to refer to the processes of 
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appraising and judging the students’ learning potential and what they 
have actually accomplished. Here too one can draw a distinction 
between ‘formative assessment’ — which may involve diagnosis of 
strengths and weaknesses, and identification of emerging needs and 
interests — and may be undertaken by teacher or student alike; and 
hich is more usually judgmental and formal 


‘summative assessment W 
and grading students’ work and making 


and often involves marking 
finely-drawn distinctions between them. 

Of course the distinction between evaluation and assessment 
tends to be blurred at the edges and there is a good deal of overlap 
between the two. Assessment, whether it be formative or summative, 
could be said to provide useful information for evaluating the course. 
But one of the questions considered later in this chapter is whether 
the main function of such information should be to legitimize the 
social education programme or to help teachers and students learn 
from experience. At present most of us work in an educational system 
which tends to reward us for promoting and defending what we do 
but seldom hands out prizes to those who are self-critical or appear to 
be so ‘naive’ as to encourage students themselves to contribute to the 
One suspects that this climate, which 


evaluation of the lessons. 
ikely to be significant- 


threatens to be all-pervasive in education, is unl 


ly changed by social educators alone. 


Course Evaluation: Some Issues 


ools social education is a high-risk, low-status 
It tends to be perceived as low status by many 
pupils, parents and colleagues because it is often non-examined, 
seems to be non-academic, often has no departmental base, the staff 
involved are often ‘drafted’ on to the course because they happen to 
be free on the timetable ‘creamed off’ to 
do more academic and specialis 
some lessons or units of lessons may 
arouse the anger Or suspicions of some parents, 
This has certainly proved a major constraint on the 
and peace schools and has no 


thinking of te 


In many secondary sch 
area of the curriculum. 


. and sometimes students are 
t subjects. In part it is at risk because 
be potentially controversial and 
governors or local 


politicians. 
provision of political 
doubt influenced the 
social education. But socia 

| sense. 
schools to enable social education tc 
— the availability of staff and resources, 


education in some 
achers involved in other areas of 
| education is also at risk in a different and 
The very circumstances which exist in 
o be introduced in the first place 
the flexibility of the 


even more critica 
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curriculum and the timetable, etc. — often mean that in pee 
l is also expected to respond to calls for other 
ae Pa deter e The result is either that social education 
asi mere label for a changing ragbag of units ire lie: s 
me by one Deputy Head as ‘our dustbin course' — or it is liable to 
est innovation. 
pip. e tendency for social education programmes ji be 
erceived as low-status, high-risk areas of the curriculum has imp pu 
osx for course evaluation and student assessment. Traditionally t si 
solution to these twin problems has been to opt for some ene 
publicly-acknowledged and accredited assessment. This may take na 
form of an end-of-course examination, or externally-moderate 
continuous assessment, or, more recently, the standarized profile or 
ecd such circumstances the value of the course and the effective- 
ness of the teaching tends to be measured by results. What this does 
not provide is information about why the course proved successful or 
unsuccessful, what the strengths and weaknesses of different units or 
teaching methods were, nor does it identify the potential problems 
and the scope for improvement and change. And yet where a 
curriculum innovation is making new demands on teachers and 
students alike the need for information and feedback of this type, 
particularly about teaching and learning processes, is much greater 
than the need for some kind of summary indicator of the overall 
success rate of the students. 

I shall say more about the limitations of formal assessment in 
social education later but for now it is sufficient to point out that 
there are other tried and tested ways of raising the status and lowering 
the associated risks of a new course which do not necessitate the 
formal assessment of students. Good consultation with parents and 
governors; involving senior members of staff in course planning and 
teaching; ensuring that there is a secure departmental or organiza- 
tional base and adequate resources; and introducing some procedures 


for negotiating course content with students can all, separately and 
jointly, help to give the new course status, legitimacy and a secure 
place in the curriculum. 


There are a number of other typical features of social education 


in many schools and colleges which also have implications for course 
evaluation. Social education has develo 


widely different directions and most of t 
initiated by individual teachers or gro 
isolated from others engaged in similar 


ped — is developing — in 
hese developments have been 
ups of teachers, often quite 
work. At present there is no 
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shortage of missionaries for their own approach whether it be values 
clarification, counselling, social skills training, residential learning 
and experiential learning, team teaching or whatever. What we lack in 
social education and its associated areas of the curriculum is an 
established body of good practice which is not simplistically prescrip- 
tive but actually offers alternative strategies for dealing with typical 
classroom problems and constraints. In the absence of such evidence, 
and given that there is considerable conflict amongst educators on 
whether we should be educating young people for conformity, work, 
survival, involvement or social change, it seems to me that 
stance for social educators is to regard compet- 
ing ideas about the suitability of different teaching methods and 
approaches as nothing more than plausible hypotheses to be tested in 
their own classroom rather than gospels to be preached regardless of 
experience. All too often the latter kind of teacher, when confronted 
by problems, tends to attribute them to the failings of students or 
rather than reflecting on the appropriateness 
At this stage in the development of social 
is only common sense to assume that 
and experience on sound teaching 


autonomy, 
the only appropriate 


colleagues 
of the overall strategy. 
education programmes it 
no-one has a monopoly of wisdom 
practice. À 

Another feature of social education which has implications for 
evaluation is the growing emphasis on process-based rather than 
product-based teaching. That is, the teacher is concerned less with the 
transmission of information or the understanding of ‘received’ ideas 
and opinions, and more with helping students to develop certain 
desirable skills and ways of thinking, organizing knowledge, acting 
and feeling, and a capacity to transfer these from one context or social 


situation to another. Process-based approaches are much more 
duct-based courses. The gains for the 


difficult to evaluate than proc 
learner are sometimes less tangible and certainly less immediate; and 
individuals tend to learn process skills at widely differing rates. Yet 
for that very reason some kind of evaluative feedback is essential. 
saching is mainly roduct-based the pace of a lesson or a 
When teaching is manty P ee ee 
specific learning activity Is usually set by the average stucent. | 
teaching is process-based it may be necessary to think in terms of 
individually-paced learning. In such circumstances systematic feed- 
back is useful for diagnosing individual learning problems or the 
specific needs of individual learners. DNE 
Student profiles can be very useful here and I think it is a matter 
for regret that much of the current concern with profiling focusses on 
the. problems of comparability, reliability, grading, aggregation of 
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grades, and public certification. From the point of e vn 
education (and why not all forms of process-based learning?) t he xe 
value of the profile lies in the need for teachers to discuss with gach 
individual her or his progress and learning problems, negotiate new 
‘targets’ and goals and decide on the value of what is being e 
the appropriateness of the learning activities employed: As such, this 
kind of profile offers feedback to the teacher on what is happening, 
and feedback to the students on how they are getting on. — 
When social education involves skills-based learning this kind of 
feedback ought to be an integral element of course design. As Len 
Masterman has pointed out: ‘It ought to be axiomatic in any teaching 
based upon developmental processes rather then content transmission 
that pupils themselves should have some idea at each stage of the 
process they are passing through, and of the abilities they are 
acquiring’. One could also add that it ought to be axiomatic in this 
kind of teaching that the teacher has a clear idea of the stages of the 
process each learner is passing through. Lo. 
One other typical feature of social education that has implica- 
tions for course evaluation is the new demands which it is making on 
many of the teachers involved for which they have not been trained. 
The curriculum innovators in social education put great emphasis on 
the need for teachers to have a wide repertoire of teaching methods 
(often much wider than they would employ in teaching traditional 
subjects). They are encouraged to use some of the techniques. of 
counselling; to devise or supervise role plays and simulations; to 
think up ways of promoting experiential learning; or to become an 
‘enabler’ and risk the consequences of a genuine shift in the distribu- 
tion of power within the classroom. For many teachers this kind of 
teaching represents new territory salted with potential boobytraps 
and minefields. 


This is particularly apparent in social education where so many 
of the teachers involved have been ‘ 


drafted in’, may be specialist 
teachers in subjects which have not best prepared them for these new 
demands, and may not be particularly committed to the innovation. 
Of course this is not the case in all schools and I would not wish to 
give the impression that all ‘drafted’ teachers are 
that all of the mathematicians, craft te 
contributing to soci 


uncommitted, or 
achers or PE instructors 
al education programmes ‘are inflexible and 
unable to learn new teaching methods. Nevertheless the situation 
described above is by no means atypical and highlights the need for 
teachers to monitor their own (and each other’s) lessons and evaluate 
their own teaching. 
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Evaluation Techniques 


The gist of the argument in the previous section was that social 
education programmes, particularly those which are innovative 
emphasize the learning of processes rather than the transmission a 
content, and make new demands on many of the teachers involved, 


require: 
(i) — an experimental frame of mind on the part of the course 


teams; 
(ii) — the introduction of monitoring procedures (albeit fairly 
rough-and-ready and informal ones) to see if what is 
happening in classrooms is effective and matches up to 
intentions and if not, why not; 
and an emphasis on feedback from students to teachers 


and from teachers to students. 


(iii) 


In essence then what is called for here is formative evaluation 
aimed at modifying and improving classroom practice and adjusting it 
to the needs, interests, experiences and potential of the students. By 
e evaluation of social education are 
likely to bear little fruit. Social education is essentially a long-term 
enterprise which at best only intervenes in a well-established learning 
process. In such circumstances there seems little point in seeking to 
isolate the specific impact of a particular course. As Professor Lunzer, 
the evaluator of the Schools Council Social Education Project puts it: 


contrast, attempts ata summativ 


t what was done in a limited number of 
sessions spread over the quite limited period of one to three 
ill have contributed something towards these ends (i.e. 
But clearly there is no means of estab- 
lishing this. Clearly too, it would be too much to expect that 
ative reorientations that were achieved in varying 
ong-term changes which would 
f the many other 
ialisation.’ 


One can hope tha 


years w 
of social education). 


the very tent 
should result in l 
in the context 0 


act in the process of soc 


degrees ... 
be clearly discernible 
influences which inter 
be said of peace education, multi-ethnic educa- 
tion, political education or attempts to combat racism and sexism. 
The gains cannot really be measured, nor are they attributable, but 
the enterprise may still be educationally valuable and valid if class- 
room practice is responsive to students’ reactions and not allowed to 
become ossified. 

The need for self-ev 


The same could 


aluation has already been stressed, but in 
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spite of efforts to be objective most of us find it difficult to m Ses 
and appraise our own work with some degree of cool detac ment. It 
is a skill that has to be learned through practice and reflection on 
practice. However, this learning process can be enhanced by getting 
colleagues to sit in on some lessons and discuss them later or swap 
tutor groups and compare the experiences afterwards. Apart from 
providing a more objective appraisal and introducing fresh perspec- 
tives, this process is likely to have useful spin-offs. Colleagues may be 
more sympathetic to your ideas if they see them in action and. feel 
they can discuss them, be critical and make a contribution. This can 
also help to build up a more supportive climate towards social 
education within the school. 

Often the best source of criticism and judgment on the course is 
the students themselves. Students! opinions on what one is doing and 
why, and its relevance to them and to others, and their opinions on 
the materials and specific learning activities, and attempts to involve 
them in the design and development of the course all provide useful 
evaluative feedback. The spin-off here is that people tend to learn 
more effectively when they know what they are supposed to be doing 
and why, and when they feel they have some control over the 
learning situation. 

What is sometimes referred to as 'peer 
useful source of feedback. Eliot Eisner has rec 
critique' method for teaching art. Each studen 
pieces of work, explains what he or she was 
solicits reactions from the others. Eisner suggests that this is a useful 
way for the teacher to pick up what students see and react to and, 
above all, what they miss seeing.* There is scope here for developing 
this approach in social education. Instead of just organizing a role 
play, for example, and then either leading the subsequent discussion 
or merely explaining the point of the exercise, it should be possible to 
get the role players to describe what they were trying to do and how 
they felt, and get them to solicit reactions, comments, criticisms and 
alternative suggestions from the rest of the group. 

There is also a growing trend in some areas of adult educ 
reserve the last few minutes of a seminar fora group ev 
can range over the contributions of individual member: 
the role of the tutor, the value of the topic, etc. This to 
for social education. Just how systematically it is done depends on the 
particular group of students. One group may appreciate the oppor- 
tunity to have their say, particularly if they can see that their 
comments are genuinely taken into account. For some others it may 


evaluation’ is another 
ommended the ‘group 
t displays one or more 
attempting to do, and 


ation to 
aluation which 
s of the group, 
o has potential 
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be so alien to normal practice in the school that they find it difficult to 
respond to. Others undoubtedly reject it out of hand. How one uses 
group evaluation therefore is a matter of professional judgment. 

In the FEU document Developing Social and Life Skills my 
co-authors and I suggested that SLS tutors could evaluate their own 
courses or schemes and their own teaching through a form of 
profiling. We suggested that there are a number of different models of 
social and life skills development which underpinned these schemes. 
There is the deficiency model, which assumes that certain basic 
deficiencies need to be remedied (for example, poor social skills, poor 
self-image, etc.); the competency model, which emphasizes mastery 
of specific skills; the information-based model, focussing on knowledge 
for survival in the adult world and ‘practical knowhow’; the socializa- 
tion model emphasizing social adjustment; the experiential model, 
laying stress on practical activities and action; the reflective model, 
focussing on ways of thinking and problem solving; and the counsell- 
ing model, which gives importance to the exploration and expression 
of emotions and feelings? It is rare in SLS schemes, as in social 
education in general, to find a pure example of one of these models 
being put into practice to the total exclusion of the other six. The 
typical scheme tends to include elements of several models but giving 
greater weight or priority to some elements than to others. So, for 
the SLS tutor might feel that her group of learners have 
need some help with basic skills and social 
, and 


example, 


‘missed out’ at school, m y 2 xe 
skills, will find the absorption of information difficult or boring 


will respond well to opportunities to learn from direct, indirect eH 
even vicarious experience. Another tutor with a different group may 
feel that his learners need opportunities to examine their behaviour 
towards others, need to be aware of other people s PT 
of them, and need skills and knowledge for ‘survival’ in the adult 
world. 


( z : team could draw u 
We suggested that each SLS tutor or course p 


a kind of profile of the scheme which demonstrates the respective 
priorities and weight given to the various elements within the scheme. 
a uarias rofile i roduced in figure 1. The height 
An example of just such a profile is reprodi g i 
of the profile indicates the degree to which the scheme reflects the 
characteristics of each model. _ i 
In order to draw up a profile such as this one needs to know 
what, how, why it is being learned, and how much attention is being 
given to it "A profile could be constructed for a single session, a unit 
or an entire scheme. ae EOM 
The process ‘by which the profile is arrived at involves discus 
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Figure 1: Profiling Social and Life Skills Schemes 


Deficiency Competency Information- Social- Experien- Reflective 


Counselling 
based ization tial 


sion and reflection on: 


(Gi) why a particular learning activity 
included; 

(ii) whether these activities will be sufficient to develop the 
skills, knowledge, attitudes or learning processes desired; 

(iii) whether the profile for a scheme should change during the 
course of the scheme, for example, should there be more 
emphasis on counselling and remedying skills deficiencies 
to begin with and then a shift towards social skills develop- 
ment and experiential learning later in the Scheme? 


In essence the idea behind this kind of Course pro 
to a single scheme or programme is that it enables the st 
construct a theoretical profile, based on the assumed characteristics of 
their learners and their needs; to compare this with the profile or 
sequence of profiles which emerges during the teaching of the course 
as a result of personal reflection and course team discussions; and 
decide whether any mismatch which is revealed should be resolved or 
simply reflects an acceptable shift in good practice. We felt that this 


Or set of activities js 


file in relation 
aff involved to 
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kind of procedure might be not only a useful device to aid the 
development and evaluation of curricula, but could also serve to focus 
discussion on the course between members of the course team and 
perhaps even initiate some school or college-based in-service training. 

Although this approach may have been developed specifically 
for social and life skills development in FE colleges, work places and, 
to a lesser degree, in youth clubs, the principle could also apply to 
social education in the broader sense in secondary schools. Some 
teachers may recognize in their own course some of the assumptions 
in the models which we developed to characterize SLS schemes. Others 
may feel that these particular models are not applicable to their 
approach to social education. However, whatever the appraoch there 
are likely to be a number of basic educational aims and assumptions 
which underpin it (for example, any permutation from the list in 
figure 4) and some of these will be given priority over others. A useful 
first step to course evaluation then would be to attempt to profile 
these assumptions, aims and priorities and start matching them 
against actual practice. 

It is also possibile to profile pedagogy in a similar way with 
similar benefits. Figure 2, for example, is taken from an evaluation 
study of political education provision conducted by my colleagues at 
the Curriculum Review Unit.* It compares two teachers involved in 
teaching the same course and contrasts the way they use questions in 
the classroom. Both saw themselves as creating a classroom climate in 
which students would feel free to express their own views and 
opinions and where the process of 'asking the right questions' was 
more important than ‘giving the right answers’. The profiles, particu- 
larly the one on the right, suggest some mismatch between intentions 


and practice. 


Focal Points for Evaluation 


Already in this chapter a number of suggestions have emerged 
concerning what could be looked for when evaluating social educa- 
tion programmes. It is not my intention here to attempt to offer a 
blueprint for evaluation. The diversity of provision referred to earlier, 
the wide range of teaching methods being employed, the variations in 
nd expertise of teachers, and the widely different assump- 


experience a i $ ep ; 
tions underpinning social education rule out the possibility of a 
standard blueprint of this kind. 
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j | hers' 
? 2: Comparison of the profiles of two teac 
em a different types of question in the classroom 


to elecit speculation 


to encourage opinions 


to use knowledge 


to test recall 


to exercise control 


rhetoric 


3096 25% 20% 15% 10% 5% 0 0 5% 10% 15% 20% 25% 30% 


Proportion of questions Proportion of questions 


What I have offered instead in figure 3 is a kind of checklist of 
focal points which could be kept in mind when 


deciding how best to 
evaluate one’s own teaching. 


Uses of Assessment 


Three years ago I was evaluating innovations in social and political 
education in secondary schools. In the course of a visit to one 
particular school I asked the teacher responsible for coordinating the 
social education course whether she or her colleagues had considered 
any form of course assessment. Her reply was: ‘How can you pass or 
fail students on a social education course? What would it mean to be a 
failure? So many schoolkids are labelled as failures anyway but what 
label would we be Pinning on them here: anti-social, socially 
inadequate, socially incompetent, or what?’ | share that teacher’s 
concern. The very idea of passing or failing students and grading 
them on some notional scale of success in social education lessons 
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Figure 3 


What is to be Assessed? 


* Self-knowledge? 

* Knowledge of group behaviour? 

* Knowledge of social structures? 

* Knowledge of civil, social and economic rights? 

* Knowledge of educational and welfare benefits and entitlements? 
* Knowledge of trades unions? 

* Awareness of job prospects and availability? 

* Understanding of interpersonal relations? 

* Understanding of social and political issues? 

* Understanding of moral dilemmas? 
* Understanding of social, political an 
* Understanding of alternative ways of life? 

* Understanding of alternative ways of settling disputes? 


* Predispositions? (for example. respect for others, tolerance of diversi 
willingness to work for social change, identification with the 


d moral ideas and concepts? 


ty, non-racist and 


non-sexist attitudes, 
community, etc) 


Procedural value: 
Personal qualities and character? (self-confidence. self-est 


honesty, initiative, self-reliance, cooperativeness, leadership, etc.) 
Knowing how and where to obtain useful information: 


Knowing how to use information for own ends? 
Social skills? (for example. abilities to relate to others, to perceive accurately how others 


react to your behaviour, to perceive accurately the state of relationships between others, 


with others, etc) 
blem-solving, job search skills, effective p 


s? (open-mindedness. respect for truth and reason, etc) 
eem, assertiveness, reliability, 


E 


to put people at ease, to collaborate 


Life skills? (for example. personal pro erformance 


* 


at interviews, etc.) 
Communication skills (for example, ability to express feelings, to express information or 


opinion, to use the appropriate medium in a given situation, to listen to others, to 


empathize, etc ) 

Political skills? (for example. effectivel 
ends, organizing skills, persuasive skills, decisio 
Study skills? (for example. abilities to process an 
d consequentially, reasoning skills, etc ) 


ly using different tactics in groups to achieve desired 


n-making skills, etc.) 
d weigh evidence and information, to think 


* 


* 


causally an 
* etc, etc? 
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seems difficult to justify on wholly educational grounds. It also raises 
ethical questions, particularly if social education is concerned with 
the student's behaviour, values and personal qualities. To say that a 
student has performed poorly in mathematics lessons is to make a 
relative statement (i.e. ‘poor compared with last year’, 'poor com- 
pared with the other pupils’, etc.). To say that a student has shown 
himself or herself unreliable, unwilling to take responsibility ina 
group, uncooperative with fellow students, lacking in initiative and 
leadership qualities, may also be intended as a relative statement but 
more often than not such statements will be read by others as 
‘absolute’ judgments about the student’s character. In considering the 
ethics of passing such judgments we cannot divorce the 
from the result. 

And yet increasingly there are Pressures on teachers to make 
precisely these kinds of judgments on their students. There is also a 
risk that assessment of this type becomes, and is perceived as such by 
students, a form of ‘policing’. How else is one to interpret the MSC’s 
guidelines to counsellors on YTS cour: 
and take account of ‘any change in w 


intention 


s? They are asked to appraise 
ork performance against the 
trainee’s norm’; ‘signs of alienation in matters of time- 
discipline, etc.’ and ‘any unsatisfactory 
the counsellor is expected to assess ‘ali 
relationship’ is not made clear but 
assumes that students who are so 
No thought appears to be given 
might need to be reappraised in 

This seems to me to get to 
assessment in social education. T} 


keeping, 
relationships", Precisely how 
enation' or ‘an unsatisfactory 
it is revealing that the MSC 
assessed are in need of counselling. 
to the possibility that the scheme 
the light of such findings.” 
the heart of the matter regarding 
he key question is: assessment for 
what? Nevertheless, assessment can perform other functions than just 
grading, passing, failing or even controlling students. Individual 
assessment can identify any learning difficulties a student may be 
having (diagnosis); it can provide the teacher w 
lesson or course (feedback); it can give students information on their 
Progress and give them encouragement; it can also be an integral 
element of the learning process itself. I think I can best illustrate this 
last point by reference to the problem of skills development. Skilled 
ires reflection on past performance and the capacity 
to adapt to different circumstances. This applies whether we are 
talking about technical skills or social skills or political skills. But 
reflection and adaptability depend upon the learner having the ability 
to assess his or her own capabilities and having the benefit of 
feedback on his or her performance from others, whether they 
teachers or peers, or both. 
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Techniques of Assessment 


My contention is that what is needed in social education and related 
arcas is a form of assessment and feedback which: 


(i) provides information to the student about performance in 
all the dimensions of the course and not just those which 
are easy tO assess; 

(ii) does not grade students in inappropriate and misleading 
ways; 

(ii) would not dominate teaching in the way that the formal 
examination system tends to dominate other areas of the 
curriculum but rather contribute to course evaluation and 


subsequent improvements. 


Two assessment strategies seem to fit all three requirements: 
self-assessment procedures and student profiles. 


Self-assessment 


This is a term which tends to be used in a rather specific way by those 
engaged in social skills training. They often restrict its use to the 
process of finding out ‘Who I am’; ‘What am I good at and not so 
good at?’; ‘What are my feelings and attitudes?’; ‘What are my 
interests?', etc. But with the growing interest in student profiling the 
assessment has broadened to cover the processes of 
and performance continuously through 
exclusive 


notion of self- 
appraising one’s own learning 
the duration of a course. The two usages are not mutually 
and in social education there is a strong case for encouraging 
self-assessment in both senses. 

Regarding social education I would emphasize four points about 
self-assessment. 


(i) It can be a very useful life skill. As Priestley et al say, ‘We 
should be teaching young people “take-away” assessment 
skills for use with future problems and in different social 
contexts." 

(ii) It is a learned state of mind as much as a learned skill 
involving a willingness to question and challenge one's 
own assumptions about oneself as well as the assumptions 
of others. 


(ii) Provision for self-assessment needs to be built into learn- 
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ing activities in social education. It is an integral element in 
skills-based learning (and I would include academic skills 
here as well as social, political and problem-solving skills) 
and experience-based learning. 

(iv) it provides highly useful feedback to the teacher for 
evaluating the aims, content and practice of the course, 
unit or lesson. 


The processes of self-assessment can be encouraged in a number 
of ways. McGuire and Priestley in their book, Life After School, have 
devised a social skills survey which is a kind of diagnostic device that 
can be used initially and then later on in the course to give some 
guidance on the kind of learning activities needed.? For my taste itis a 
bit too formal and the five-point scale is over-elaborate. Some social 
educators might also quibble with some of the social skills listed or 
omitted. Nevertheless, it offers a useful model £ 
own self-assessment schedules. 

This particular book, and the other publications by Priestley, 
McGuire and their colleagues also suggest a wide variety of learning 
activities, especially in problem-solving, which have built into them 
some provision for student self-assessment. 

Other methods of self-assessment currently used in social educa- 
tion involve diaries and weekly reviews of their work by students as 
well as informal but regular discussion between teachers and indi- 
viduals about their work. The ‘group critique’ approach referred to 
earlier also has potential for peer assessment. As Rowntree has 
pointed out, this kind of assessment is formative: ‘At the end of a 
learning assignment or project, the student may be asked to indicate 
his thoughts and feelings about it. What did he make of it? What did 
he get out of it? What did it do for him? How interesting was it? How 
difficult? How worthwhile? What was the best thing about it? What 
was the worst thing? What other experiences does it connect up with? 
What would he like to work on next?’!° He goes on to assert that ‘In 
some cases such assessment will be not only different from but also 


more "true" than what might arise from the teacher’s attempt to gauge 
the qualities in question’.!! 


or developing one’s 


Student Profiles 


The term ‘profile’ is used in a variety of ways and can serve very 
different functions, some of which may be logically incompatible. 
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For instance, some advocates and critics see profiles as equivalent to 
school-leaving certificates or structured references for employers or 
further and higher education. It has even been proposed as a format 
for court reports. Others see the profiles as a kind of entry qualifica- 
tion for subsequent courses, and yet others (including me) emphasize 
its value as a learning experience and as a means of providing feedback 
to learner and teacher alike. Throughout this last section of the 
chapter I shall be using the term ‘student profile’ to refer to a means 
for recording assessment and evaluative data rather than a means of 
assessment in itself. 

Clearly decisions about which categories and items to include in 
a profile and which to omit can be crucial since it is likely that those 
omitted will be assumed to be less important even if that were not the 
teacher's intention. This can raise problems since some categories and 
items are certainly easier to assess than others, or, to be more precise, 
we have more experience in assessing them. Nevertheless, if the 
profile only includes those items which are relatively non- 
problematical then the danger is that students will assume that only 
these aspects of the course are important. 

The checklist in figure 4 offers just one of many possible lists of 
items which could be used to construct a student profile for social 
education. 

There are a number of related questions and issues concerning 
the use of profiles in social education. For example, when deciding 


which items to include in a profile: 


(i) Are there any categories or items which you would not 
include in a profile because they might be interpreted by 
parents as a reflection on students’ home lives? 

(ii) Are there any items here which you would not assess 
because they might be seen by students as making moral 
judgments about them? 

Are there any items in the checklist which you would not 
feel competent to judge and assess? 

(iv) Are there any items which, from past experience, you tend 
weight to when assessing students? 

ive could the profile be and still remain 
access to students, 


to give undue 


(v) How comprehens ie p 
feasible given constraints of ume, 


a, 
etc.: " ' 
(vi) How comprehensive must the profile be in order to be 

useful to students and to you as feedback? 
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Figure 4: Focal points in course evaluation 


1 


10 


For a given learning activity, lesson plan, teaching resource, unit of lessons or 

course: 

— Is it consistent with the overall course aims? 

— What are we trying to achieve here? 

— Are the methods and materials used appropriate to the course aims? 

— Are they sufficiently varied and adaptable to individual students’ needs and 
preferences? 

— Is the language of materials, handouts, worksheets etc appropriate for the 
students? 

— Are the media of communication used the most appropriate ones? 

Are any of the original aims and intentions of the course proving unrealisable? If so, 

why? Can this be remedied? 

Are students responding to the methods, materials and learning activities as 

expected? 

Are students unresponsive to any particular teaching methods and learning activi- 

ties? Do you know why? 

What difficulties are emerging in the use of specific teaching methods, 


learning 
activities or materials? And why? 


Are any particular topics, lessons, materials Proving unsuitable? Why? 
Is the structure and sequence of the course Proving to be appropriate and feasible? 
Are the opportunities for independent work, group work, remedial wi 


ork, reflection, 
skills development sufficient? 


Is it possibile to detect hitherto hidden and implicit assumptions and values in 
certain lessons, units, learning activities or materials? (for example, are there implicit 
racist or sexist or ageist assumptions in a role play, simulation, worksheet, etc.?) 
Are decisions made about teaching methods and pedagogic style compatible with 
one's own personality, experience and expertise? 


Are you pacing the sessions according to the slowest, 


the quickest, the average or 
the individual learner? 


To what extent do students have equal access to the resources being used? 


Are course intentions being subverted by the institution's hidden curriculum? 
Is the physical Setting suitable for the activities 


Planned for it? If not, are changes 
feasible? 


Is progress being constrained by students' misa 


pprehensions and false expecta- 
tions? 


Is progress being constrained by factors outside the clas 
prevailing pedagogic style in other lessons; 
and colleagues; the prevailing climate within t 
course or the methods you adopt?) 


Sroom (for example, the 
the negative reactions of Senior staff 
he school regarding the status of your 


38 


Some Questions of Assessment and Evaluation 
There are also operational questions to be considered: 


(1) Who devises the profile? Is it drawn up by the course 
coordinator or the course team? Is it negotiated with the 
students? Do outside agencies have a say in it? 

(ii) Who completes and comments on the profile? 

(111) Who has access to the completed profile? 

(iv) Should the profile represent a consensus on the student's 
performance and learning or should it highlight dis- 
crepancies and disagreements? 

(v) Should the profile indicate the level of the learner's per- 

formance by use of grades, labels and descriptors (for 
example, strong, weak, average, etc.), or should the assess- 
ment take the form of ‘free comment’? 

(vi) If the profile does indicate levels, what kind of evidence 
will vou use: subjective appraisal or objective measure- 
ment? 


The remaining set of questions to be considered relate to the overall 
issue of the use to which the profile will be put. The key question 
here is whether the assessments which appear on the profile are 
primarily norm-referenced (comparing each student's performance 
with the others); ipsative, where a student's level of achievement is 
compared with her or his past performance; or criterion-referenced, 
where assessment is according to pre-determined standards of per- 
formance? 

As and when (or if) a profile is developed and the technical and 
ethical questions are adequately resolved, it may still be necessary to 
keep two other issues or problems in mind. Firstly, syllabuses, course 
outlines and rationales for social education are notorious for their 
predeliction for espousing aims and objectives which look good on 
paper but are extremely difficult to pursue and even more difficult to 
assess. For example, empathy, sensitivity, initiative, decision-making, 
maintaining self-esteem, etc. Essentially what is needed for each item 
in a profile is a short list of things to look for. Cooper has produced 
a useful guide for the more academic skills and qualities in this area of 
the curriculum;"? and a forthcoming book by the author includes a 
chapter specifically on what to look for when assessing the political 
education of students. But a lot more work is needed here. - 

The second issue which needs to be resolved arises out of the 
widespread tendency in social education to draw on teachers from 
different subject specialisms. This undoubtedly can be beneficial but 
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sometimes when profiles are being completed it is apparent that the 
teacher's own specialism can over-influence his or her appraisal of the 
student. So there is a strong case for extending the course evaluation 
process beyond teaching to include assessment itself. 


Conclusion 


At best end-of-course examinations and formal tests of attainment 
in social education are highly problematic and of dubious value in 
judging what the student has learned or in estimating the impact of 
the course. At worst this kind of assessment is wholly invidious and 
potentially unethical. As a form of feedback to students to give them 
some idea of the progress they are making, and to help them identify 
the learning problems they may be having, assessment can be very 
useful. It can also help them to see more clearly what the course is all 
about. As a form of feedback to teachers this kind of assessment is 
also an essential element of course evaluation and should be planned 
for and integrated into the course design and development of learning 
activities. Without monitoring and self-evaluation much potentially 
good classroom practice is likely to miss the mark and this ultimately 
will only encourage the detractors and critics, and lower the status of 
social education in the eyes of many students, parents and colleagues 


alike. 
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Introduction 


If we were to put together a time capsule with the theme *Education 
in the 1980s’ what kinds of artefacts would we include? One of the 
essential items would surely have to be a school timetable, since 
timetables provide revealing insights into, not only the context, but 
the organization of learning and teaching in schools. For example, 
what are we to make of the secondary school timetable which 
includes one period a week of ‘education’? or, even more ambitious- 
ly, the school in which pupils enjoy 45 minutes every Wednesday of 
‘fife’? 

To find ‘social education’ on the timetable seems, by comparison 
a quite modest claim. Nonetheless it tells us just as much about the 
way learning has traditionally been construed and contained in 
secondary schools. Schools — and universities for that matter — have 
been very good at making ‘subjects’ (by which they mean ‘objects’) 
out of aspects of human experience and then ‘studying’ them. So 
history or geography, chemistry or biology, or even ‘life’ 
from the outside looking in with a detachment t 
described as ‘academic’ or ‘disinterested’. 
wonder, by the way 


, 


, are studied 
hat can properly be 
It is perhaps, interesting to 
, if that large sector of the school population who 
get nothing out of their school experience are actually inte 
being disinterested. 


Some people might argue that the ‘educations’ (physical, moral, 
religious, or social for example) are essentially different from other 
aspects of the curriculum since they are concerned as much with the 
process as with the content of learning, as much with behaviour as 
with intellectual understanding. Achievement in PE, for instance, has 
to be assessed, to some extent at least, in terms of physic 


rested in 


al develop- 
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ment. Likewise it is not unreasonable to assume that social, moral or 
* c Can c 1 > 
deepest ide a he consemud wit person iov an 
deine se cim eremi len tpe da 
gu s’. While, in com- 
mon with social studies, it is concerned with the social world out 
there, it is also concerned with the inner work of self, personal 
feelings, and the immediacy of ongoing relationships. It is concerned 
with the immediate present and the immediate future of self and 
self-other relationships as much as with the society as a whole. 
: Furthermore social ‘education’ is also necessarily prescriptive, 
Even in such personal and delicate matters as feelings, attitudes, and 
behaviour it cannot be dispassionate or objective and cannot take a 
detached stance to irrationality, gratuitous violence, bigotry, de- 
Structiveness, or racism for example. It issues not merely in broader 


understanding but also presupposes the rejection by the learner of 
some attitudes and behaviours as inappropriate or unacceptable. 


Social Education and Social Learning 


To emphasize this prescriptive aspect we might make another kind of 
distinction — between ‘social learning’ on the one hand and ‘social 
education' on the other. Social learning is happening all the time 
informally and unconsciously, as well as formally and consciously. 
Social learning is a term we could use to describe all the knowledge, 
attitudes, and skills which people acquire in the course of their 
development. These may be defined by others as social or anti-social, 
desirable or undesirable, ill-informed or well-informed but they 
represent the sum of what that person has learned in the course of 
growing up in his own social environment. Social education, on the 
other hand, selects from and emphasizes aspects of social learning of 
which, bv definition, educators approve. In other words, social 
education presupposes some source of authority which has an interest 
in certain goals and processes over against other goals and processes. 
It prefers the pro-social to the anti-social, being well-informed to 
being ill-informed, and choosing what is ‘desirable’ over what is 
‘undesirable’. E : u 

Recognition of the difficulties inherent in prescribing values and 
attitudes may lead us to shy away from social education and opt for 
something ‘cooler’ and more objective. It might even be argued that 
attitudes and values should be ‘caught’ not ‘taughv’ and that if social 
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education is necessarily about imparting ovr values to children it has 
no place in a school. : 

By another argument, though, there is as good a case for 
including social education as a school subject as there is for English, 
home economics, or health education. Are these subjects not essen- 
tially prescriptive as well? Do they not proceed from a set of 
undeclared assumptions about appropriate personal/social be- 
haviour? Is the goal of learning and teaching in these areas not, 
inescapably, about the adoption of some stance and attitudes to 
literature, to health, to people, and to social living? 


The Pragmatic Argument 


The case for making social education into another school subject can 
be made on purely pragmatic grounds. That is, it may not be a 
‘subject’ or should not ideally be treated as one, but it has just as good 
a claim for curriculum space as anything else. Furthermore if we want 
social education to be taken seriously has it not to be on the same 
footing and has it not to meet the same kinds of expectations as other 
mainstays of the curriculum? By the same token it can be argued that 
social education should have its own forms of assessme 
criteria of achievement, it own modes of certific 
also be possible to ‘pass’ or ‘fail’. To organize social education in this 
way, the argument concludes, is to recognize the realities of the 
history and politics of schools. If one wishes to challenge developed 
conventions or expectations of the school it can most effectively be 
done from within the security and status of ‘real subject’. 

Most pupils, whether high achievers or low achievers know what 
‘real’ subjects are. Their judgment is made primarily by reference to 
the organizational context and conventions of subject teaching and by 
how others judge those subjects, rather than by any appeal to the 
content or worth of that subject itself. These are the most obvious 
criteria to refer to, given that, by and large, the inherent rationale for 
studying the subjects of the curriculum is something that schools 
seem reluctant to discuss and tend not to consider as a matter of 
primary concern. 

There is another argument for social education having its own 
timetable space and teaching time which is less pragmatically based. 
Because social education reaches into personal feelings and touches 
on personal values and sensitivities, should it not logically be a matter 
for both experts and expert treatment? For to treat it seriously surely 


nt, its own 
ation, and it should 
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means treating it systematically and sequentially. Implicit in this 
argument is the conviction that social education has evolved its own 
management and methodologies, tending to be less didactic and less 
teacher-centred than other subjects, less characterized by teacher- 
talk, more open-ended, more reliant on discussion, more exploratory, 
more negotiated, and more respecting of personal opinion. So, if not 
justifying itself by appeals to a distinctive ideological content it 
may justify itself in terms of a methodological ideology. One example 
of a ‘methodological ideology’ is the notion of ‘procedural neutrality’ 
— a disciplined pedagogic approach to the humanities refined by 
Lawrence Stenhouse. Stenhouse’s approach required of teachers a 
scrupulously impartial and Socratic stance in relation to questions of 
value. For teachers to effectively play this role Stenhouse argued that 
a quite specific expertise and training was required. 


The Twin Curricula 


The peculiar quality of social education lies in its being neither 
subject-centred nor pupil-centred. It has two foci and draws on two 
sets of understandings. So it requires a pedagogy which reconciles 
and illuminates these two sets of understandings. On the one hand, 
like other subjects, it starts by mapping out those areas of skills and 
knowledge which are seen, from the educator’s point of view, as 
having priority significance. On the other hand, it draws on a set of 
understandings and attitudes which are not pre-determined but 
which are brought by individuals and by groups with them into the 
classroom and become progressively defined in the educational 
process itself. The peculiar methodological and management skills for 
the teacher lie in the bringing together of these two sets of insights. 
The goal is that of helping pupils as far as possible engage their 
first-hand world of understandings and experience with the second- 
hand world of understanding and experience which the teacher 
represents. 

So, for example, as part of this pre-determined curriculum the 
teacher may wish his pupils to gain insights into roles and rela- 
tionships within families and, as an integral pa.t of this, to become 
more sensitive and thoughtful in their relationships within their own 
family. This goal will only be met, though, by a process through 
which the teacher himself becomes more sensitive and understanding 
of the pupils’ own experience of family life and treats this as the 
essential content of the curriculum. In other words the teacher must 
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Figure 1: The twin worlds of social education 
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recognize that each pupil is a world expert in terms of his own 
experience of his family, while holding on to his own greater 
expertise in helping the pupil to extract from particular experiences 
general insights and transferable skills. This pedagogic process re- 
quires a peculiar expertise and, it might be argued, a peculiar kind of 
teacher. 


The Five Avenues of Social Education 


There may be good arguments, then, for giving to social education a 
space within the curriculum, but is this the only way in which social 
education may be organized? Another way of seeing the organization 


of social education is through five different ‘avenues’ or aspects of 
school life: 


(i) as separate timetabled periods; 
(i) through extra-curricular activity; 
(iii) through residential experience; 
(iv) through the ethos and management of the school; 
(v) through mainstream curriculum subjects. 
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Social Education Through Extra-Curricular Activity 


As I have already suggested, the first of these avenues is, perhaps, the 
most obvious administrative recourse. The second avenue, by con- 
trast, is a much less obvious way of seeing social education. Extra- 
curricular activities are not normally associated with social education 
and by their very name have no place in the prescribed curriculum 
nor have an obvious ‘content’. Sometimes a content is suggested since 
they are, in fact, extensions of school subjects, the history or scientific 
society for example. Sometimes they are interest-based with an 
implicit body of skills and expert knowledge — photography, 
aero-modelling, or judo for instance. Sometimes, though, they appear 
to have no content at all — for example the Wednesday Society, the 
rambling, or the hill-walking club. But as far as social education is 
concerned it is less to the content of these activities that we should 
look than to the forms of activity they promote and the way they are 
managed. In pursuit of their various goals (which are not explicitly 
scen as social education goals) they may, sometimes more successful- 
ly than timetabled social education, facilitate the articulation. of 
opinions and feelings, sharing of ideas, listening to and evaluating the 
experiences of others, assuming and delegating responsibility, taking 
initiative in making decisions, organizing, planning, budgeting, writ- 
ing, telephoning, or dealing with authority. 

In the Newsom Report, one of the very few sources to deal with 
the theory of extra-curricular activities, their value was described in 
the following terms: 

we conclude that extra curricular activities ought to be 
recognized as an integral part of the social education pro- 
gramme ... there is a strengthening effect of bringing 
together pupils of different ages and abilities who never work 
together in lessons; and in teachers getting to know their 
pupils in a different context or form of relationship. The gulf 
which almost inevitably exists in class between teacher and 
taught, when the pupil is conscious of his lack of knowledge 
and skill in, say mathematics, may be bridged when two 
enthusiasts indulge their hobby in the brass band. 


There are some clear advantages in social education through this 
‘informal curriculum’ because it is characterized by a different set of 
relationships, by high motivation, by enthusiasm and spontaneity, 
and often by pupil-direction and management. Its shortcomings are 
that it is low in social education ‘content’, and cannot be predicted or 
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prescribed. Its virtues are in the social skills and attitudes which may 
grow from this. Those virtues derive, in great part, from the 
voluntary character of extra curricular activities, but because of this 
they tend to be patronized by a minority and by a minority which 
very often already has some identification with the school and is 
already getting some rewards from it. 

The term ‘intra-curricular activities’ has been coined to describe 
the attempt to bring these activities in from the cold and into the 
mainstream of the school day. While this may seem to be a logical 
way of capitalizing on the strengths of the informal curriculum it 
tends to have the effect of moving avenue two into avenue one, in 
other words, bringing this informal curriculum into direct competi- 
tion with the formal curriculum. As a consequence ‘intra-curricular 
activities’ are almost necessarily seen as an intrusion into the real and 
valuable things that pupils could and should be doing — ‘stealing’ 
good subject time. This perspective may be shared by pupils, parents, 
and teachers alike. 

To cherish the illusion that pupils, or their parents, (or all 
teachers) will come to grasp the significance of intra-curricular 
activities for social education and come to value the inherent learning 
process, is unrealistic in contexts where tangible extrinsic recognition 
and reward are the real hard currency. And, it is harder still for that 
value to be grasped when there is little evidence but only pious hope 
that the process is actually beneficial. There is after all, nothing 
necessarily positive or constructive in young people discussing things 
together, working or playing together, going on walks or rock 
climbing together. It depends on how they go about it, what benefit 
they get out of it, and in what way those self-defined benefits meet 
the educator’s definitions and criteria. 

One teacher who had unquestioningly accepted the value of the 
games and activities he organized decided to stand back from and 
study the quality of relationships among pupils. He was shocked to 
discover that he had, in fact, set up a highly competitive and quite 
aggressive situation where the need to win and assert oneself had 
made pupils much less likely to develop the skills that he was after — 
the cooperation, the sharing and planning together and the invest- 
ment of personal initiative in group achievement. As a consequence, 
he ceased to offer these games and began to look for activities which 
required the skills that he valued — awareness of others, mutual give 
and take, and joint planning. If social education purposes are to be 
met through informal activity then the nature of the event has to be 
both carefully planned and expertly stage-managed to achieve those 
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purposes. That demands a level of expertise that teachers do not 
normally get as part of their pre-service training. 


Social Education Through Residential Experience 


The third avenue — residential experience — offers a more extended 
and comprehensive context than extra-curricular activities for the 
development of many skills and attitudes that social educators 
value. The residential setting offers a much less constrained situation 
for getting the stage-management right. In the first place, going away 
for the week-end or for a week, tends, from a pupil point of view, to 
be an attractive and valued activity. It is the one area of school life 
where pupils are likely to describe the benefits of the experience in 
terms of the processes rather than extrinsic benefits, for example — 
‘you get to know teachers better, more like real people’, ‘you can say 
things that you wouldn’t normally say’, ‘there is time to discuss 
things, about yourself like, and people actually listen to you’. In the 
second place, it offers a more complete alternative to school experi- 
ence, with a different set of parameters, expectations, and conven- 
tions. It may, like school, have its own formal programme and 
content but scores over school by having more time, more space, 
greater informality and flexibility. 

Like extra-curricular activities, though, residential experience is 
often optional. It can also be expensive, elitist and divisive. Those 
who go to Greece or go skiing in the Alps are generally those who can 
afford to do so, and those who go to Paris or Hamburg may do so by 
having earned their place because of their achievement in modern 
languages. Disqualification from these trips can be because of low 
achievement, bad behaviour, or sometimes simply because the teacher 
‘doesn’t like your face’. Some schools, however, make a residential 
week an aspect of the compulsory (or at least ‘expected’) core 
curriculum, so that virtually all pupils can have the experience. 

In one school which has its own cottage, at any given time 
during the year there are three teachers and a group of pupils in 
residence there — a demonstrable commitment to the importance of 
that experience for pupils and teachers alike. In another school the 
residential week is in the hands of social education teachers who 
describe their aims for that week in the following terms: 


(a) The development of trust within the group. 
(b) The introduction of new experience and skills. 
(c) The development of responsibility. 
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One of the main strategies for reaching these objectives lies in the 
planning and organization of the trip by the pupils themselves. Pupils 
have to negotiate and come to decisions on planning and timing of 
their journey, preparing and listing menus, buying food, deciding on 
rules and policies relative to issues such as smoking and drinking, 
lights out, duty rotas, supervision, and sanctions. 

One outdoor centre which has its own permanent staff and 
receives schools on a rota basis throughout the year describes its main 
goals as the following: 


The centre provides an alternative kind of environment to 
home and to school. It provides the setting in which young 
people have an extended period of time in which to work out 
norms of living together in a different context from parents 
and from teachers. The third year was chosen as the appropri- 
ate stage because it represents a critical time in the transition 
from adherence to adult norms towards the establishment of 
peer group norms. For example, it is hoped that pupils will 
learn that idiosyncratic behaviour which may be tolerated in 
the family will not be tolerated by peers and other adults. Lax 
personal hygiene, smelly socks, untidy habits, not pulling 
your weight, all assume more importance in the context 
where people are expected to live closely together and to 
share responsibilities. The critical social principle that pupils 
are required to observe is that they should not expect others 
to take responsibility for their own lack of responsibility, and 
that to do so is to infringe on the rights of others. 


The incorporation of clearly-defined socially educational goals as an 
integral part of the structure and process of day-to-day living 
experience is not apparent to the same extent in the context of the 
school. If schools really do wish pupils to share and to take 
responsibility, or if they really want pupils to use more initiative and 
self determination, why do they appear so often to squash initiative, 
to create dependence, and to allow so little latitude for the exercise of 
responsibility? There would seem to be considerable scope within the 
fourth avenue — through the ethos and management of the whole 
school — for meeting many social education objectives, or indeed for 
invalidating them. 
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Social Education Through the Ethos of the School 


Let us assume, for example, that the headteacher and/or his manage- 
ment committee have decided that one of the primary aims of their 
school ought to be the fostering of tolerance and consideration 
for others. To attempt to reach these objectives through a social 
education program or a residential week might actually be counter- 
productive where the general climate of the school was not conduc- 
ive to the development of these qualities. In other words, if for one 
or two periods a week pupils are taught the value of cooperation and 
tolerance but for the rest of the week learn that what really counts is 
self-interest and competition, not only are the aims reduced to mere 
rhetoric but in pupils’ eyes may simply come to be seen as some airy 
ideal with no practical application or validity. 

Social education through the ethos of the school implies, on the 
part of school management, an honest appraisal of school life and 
routine, consideration of the models that staff present to pupils 
through their explicit behaviour and their implicit attitude, and 
examination of the way in which language and humour are used. It 
implies too an honest appraisal of how rules and sanctions are 
understood and interpreted, the structure and use of privileges and 
rewards, and the pressure points in the school for divisiveness and for 
resentment. In other words, if we are to look at the school as a social 
system in miniature what are the fundamental lessons that children 
will, and might, learn through being members of that society? 

In many respects, of course, the values the school attempts to 
pursue or exemplify will be in conflict with what happens in the 
larger world outside the school gates. Getting on in that larger world 
might seem to imply the application of a very steep s of m 
from those upheld by the school. But it is a "cp "e socia 
education that pupils understand and are helped d ime their way 
through those kinds of questions and conflict of value-systems, and 
to sasoie conflicts of idealism and pragmatism, of self-interest and 
E : hr indeed be argued that pupils who come out 
social interest. It might indeed g t À : 

t. : JP eareness and skill to think their way through 
of school with the awarenes ` cues have gained the most singular 
contested social and political issues have $ m t 
achievement that an educational system could hope for. , 

This kind of awareness cannot of itself come through the climate 
and ethos of the school. There has also to be some systematic lign 
by which pupils are able to build and develop their ving e il 
well as their personal beliefs and their attitudes — which brings us to 
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Social Education Through Mainstream Curriculum 
Subjects 


Where, we might ask, if not within the subjects of the day-to-day 
curriculum should we expect pupils to deal with the central questions 
about human activity, social organization, and one's own personal 
relationship to it? If social education does not come centrally through 
the teaching of English, history, economics, science, art or modern 
languages, for instance, it is hard to see how any of the other five 
avenues can effectively compensate for that. 

All of these subjects through their content raise issues which 
have to be addressed at both a general and a personal level — through 
the discussion of fiction and drama, through examination of historical 
precedent, through analysis of economic priorities, through compara- 
tive culture and language. While all of these subjects serve other 
objectives one of their central purposes has to be that of developing 
skills and understanding that are personally and socially relevant for 
any, or all, pupils. 

All subjects are, by definition, concerned with some aspects of 
personal development. In some subjects, though, that personal 
development is seen as primarily cognitive and academic, and the 
implications of the subject content for personal and social behaviour 
are extremely tenuous. Mathematics, for example, is a discrete 
symbolic system which requires a detachment from the social world 
to enter into its internal logic. Attempts to bend it towards social 
relevance can be a bit strained and not always particularly helpful. 

To seek social education within the content of subjects alone is, 
therefore, partial and limiting. Some subjects do more obviously 
provide a socially relevant content than others and there is clearly 
more to discuss about social living in history than in mathematics. 
But what all subjects do equally provide is a social context, an 
approach to learning, a set of procedures for objective setting, 
dialogue among pupils and between pupils and teacher, and implicit 
or explicit evaluation and criteria for success. Whether it be English, 
mathematics or music pupils are in a situation where they must work 
together, in which they must evaluate their work, and in which they 
can learn with and from one another. Every subject classroom is a 
stage setting for the whole range of social skills, attitudes and 
knowledge to come into play. 

To return to the earlier distinction between social learning and 
social education, in every classroom social learning is necessarily 
taking place. The pupil who spends four years in a mathematics class 
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may learn little or no mathematics but in the process may learn 
indelible lessons about success and failure, about teachers, about 
relationships, about power and authority. From the basis of that 
experience he can come to some firm conclusions about the social 
system and world in general. While that formative influence is not 
likely to be a product of his experience in the mathematics class alone, 
what happens in that one classroom will be fused with what happens 
elsewhere in the school and may serve to reinforce, to moderate, or to 
exaggerate the learning that is taking place elsewhere. But it is also 
possible that the mathematics class itself, totally regardless of its 
mathematics content, may be remembered by some pupils years later 
as the most singular and formative experience of their life. If the 
mathematics classroom or any other classroom is to be a socially 
educative arena, like the whole school itself, it has to be seen as a 
behaviour setting which can encourage or discourage the kinds of 
skills and understanding which are high on the social educator’s 
agenda. 

Not all teachers accept this argument. Some complain that they 
are teachers of mathematics and not social education. They argue that 
they have neither the responsibility nor the expertise to deal with 
personal and social development. However, the weakness of this 
position is that it would appear to assume that teaching is not a social 
activity. It also ignores the fact that, like it or not, teachers are in that 
business however they construct and manage their teaching. It 
ignores too what is perhaps one of the most fundamental and happy 
of truths, that what makes for good social education is the same as 
what makes for good subject teaching. In other words, exploiting the 
dynamics and relations of the social group is not only useful in 
developing social skills but is a process which makes the subject itself 
more comprehensible and intelligible at the same time. 

This is one of the most significant insights to have been grasped 
in curriculum development in the last decade. It underpins some of 
the quite radical shifts in chemistry, mathematics, modern languages, 
home economics, or English teaching, for example. Two pupils 
working together on a project in biology may be asked to explain, to 
question, and to discuss with one another each step of the process as 
they work through it, and to come to joint decisions about their 
observations and criteria of judgment. A group of three pupils in a 
modern languages classroom may each be asked to assume a different 
role in talking, listening, and evaluating, to rotate these roles and to 

vary the task three times over, at the end putting together the 
judgments of the evaluators and assessing their own and each others? 
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performance. A group of four pupils may be working with a set of 
cards each of which contains a clue to the solution of a mathematical 
problem which they can only solve by exchanging information, 
experimenting with combinations of solutions, and making a short 
written or verbal report on the strategy they used to solve the 
problem. 


Pupil-Pupil Learning 


This pupil-pupil learning is a powerful medium. The purposeful 
absence of the teacher who has chosen not to intervene, not to help, 
and not to supervise the small group process, can encourage a form of 
learning which provides for a much greater personal investment and 
inventiveness on the part of the pupil. It may provide a context which 
encourages risk-taking since the risk of being wrong or ridiculed in 
front of the whole class can be the strongest disincentive to learning 
or creativity. A task which requires pupils to work together in small 
groups encourages dialogue which is an important generative process 
for magnifying intellectual power. Real dialogue not only requires a 
process of active listening to what another person is saying but 
develops thought by requiring you to articulate your own thinking. 
‘How do I know what I think until I hear what I say?’ is a 
conundrum with a deep truth. Learning comes not only in silent 
contemplation but through the act of talking, and we should expect 
classrooms to be noisy places. 

To return to the circles of understanding represented on page 46 
what social education in particular, and education in general, requires 
is the meeting of these two worlds of experience — the experiential 
world of the learner and the subject world of the teacher. The 
expertise which the good teacher brings into the learning situation 
(apart from his own subject knowledge) is a carefully conceived 
management structure which allows two things. One, it allows, or 
better still requires, of the learners, a set of procedures and behaviour 
in the pursuance of the task they have been set. Two, it allows, or 
requires, that they bring to bear on that task their own experience, 
their own opinions, and their own values. The shorthand that may be 
used to describe this optimum teaching/learning paradigm is ‘teacher 
structure/pupil content’. In other words, the teacher brings the 
structure and the pupil (as far as possible) brings the content. 

As has already been argued, where the content is explicitly soci 


al 
education the application of this is obvious. In many 


areas of subject 
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teaching too the content is also open enough for this to happen. 
There are however areas of subject teaching where the content is 
pretty tightly circumscribed and it could appear difficult to see how 
pupils would bring their own content rather than being given it. 
The following are two scenarios, one from a subject where the 
content is ‘open’ and the second from a subject where the content 
would appear to be relatively ‘closed’. 


The English teacher read to the class a short story taking 
about six minutes. She then put up on the board a cast of 
characters that had appeared in that story — seven in all. She 
then asked pupils to get into groups of five and to come to an 
agreement on a ranking of those seven characters in order of 
responsibility for the final outcome of the story. Each group 
had fifteen minutes in which to do this. Each of the groups 
reported back by putting up a poster on the wall with the 
seven characters in rank order. This led to a seven or eight 
minute class discussion in which the teacher brought out 
some of the main conflicts of value-judgment among the 
groups, helping them to interpret some of the criteria they 
had been using. She then asked them to go back into those 
small groups and make up their own story. The story could 
be whatever they liked but it must contain at least five 
characters each of whom might be seen by others as carrying 
some responsibility for the final denouement. The final stage 
of the lesson was for this scenario to be passed from one 
group to another, each group having a further ten minutes to 
go through the same ranking process they had already per- 
formed, but this time in relation to the story made up by 
another group of their peers. 


The chemistry teacher had split the class into groups of four 
and each group had conducted an experiment he had set them. 
Each group was then given a set of cards, each card containing 
an explanation or observation about the process of the 
experiment. Groups were given fifteen minutes in which to 
come to a group decision on the order of priority of these 
cards using as their criterion of judgment the most accurate to 
the least accurate statement. Each group wrote its order of 
priority on a large sheet and these were put up around the 
wall. This led to seven or eight minutes discussion during 
which the teacher asked groups to justify their different order 
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of priority. Pupils then went back into their groups with a 
problem that they had to solve by devising an appropriate 
experiment. Each experimental design was then passed on to 
the next group who had to decide whether or not it would 
work 


In the first example the subject allowed the teacher to construct a 
situation in which pupils would virtually define the entire content. In 
the second example where the pupils could not define the content in 
the same way the teacher had, nonetheless, provided a structure 
allowing them enough ambiguity and latitude to exercise certain skills 
and to exchange with one another both chemistry ‘information’ as 
well as social information. In the first example there are no right 
answers but there are preferred strategies for examining value- 
judgments. In the second example there are right answers, but again 
negotiable and ‘discussable’ strategies. 

* Jerome Bruner makes much in his educational theory of the 
value of ‘discussability’ and ambiguity. The more people are simply 
given right answers the less room it leaves for their own judgment and 
their own inventiveness, and by extension the less motivation to 
engage with the task. What is motivating is the desire to reduce 
ambiguity, to solve problems, to restore cognitive or social equilib- 
rium. People may shrink from the challenge of doing a whole jigsaw 
but few can resist the Opportunity to put in the last pieces. The 
entrepreneurs who found a lucrative market in puzzles and problem- 
solving books have understood and exploited this aspect of individual 
psychology. Those who have successfully put this into the format of 
games for a number of players have understood and exploited the 
social context of games which are motivating. The most recent 
example of this is the hugely successful marketing of Trivial Pursuits, 
a game which acknowledges by its title that its content (asking and 
answering questions on aspects of general knowledge) has not much 
intrinsic value, but understands that the social process which is the 
by-product of the game is engaging and satisfying. Its magic is, like 
many good examples of teaching/learning, in the ‘hidden’ or unwrit- 
ten curriculum. The value that people derive from an activity is not 
always consciously recognized and is often not the explicit purpose of 
the activity. The ‘content’ that the players bring to the game is not so 
much in whether or not they know the answers to the questions but 
in the ‘social content’ — a set of attitudes and interpersonal skills. 
What players actually do during the game is anecdotal ‘filling in’, 
elaboration, argument and dialogue sometimes either in relation to 
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the immediate purpose of the game sometimes in relation to the social 
situation. which it brings about The Trivial Pursuits formula 
obviously lends itself to any curriculum subject. 


The Achievement Principle 


What puzzle-makers and game-makers have also appreciated is that 
there is satisfaction in an end product, in an answer, and that without 
achievement of some kind there is no satisfaction. What they ought, 
perhaps, to appreciate more is the disincentive to play when you are 
likely to lose, when you have a history of losing, or when the odds 
seem to be weighted against you before you start. The i importance of 
equal competition and genuine opportunity for achievement is of 
considerable significance for social education. Personal and social 
worth are enhanced by achievement and a sense of fairness as much as 
progress in learning French, chemistry, or Latin, feeds on achieve- 
ment and possibilities for further achievement. 

This is a principle that should underpin each one of the five 
avenues for social education. The principle is not only relevant to 
mainstream subjects, to special programmes, or to the informal 
curriculum but is applicable to the experience of day-to-day life 
within the school community. The ethos of the school should expect 
and respect individual initiative and the contribution of individuals to 
the life of the school as a whole. And it should offer opportunities for 
achievement in that arena. The corollary to this, of course, is that 
where avenues are not provided to achieve something that is mean- 
ingful pupils will experience frustration and resentment. 

There is one principle that is implicit and perhaps obvious but 
deserves restatement. In every facet of the school’s operation the 
agreed principles and values of social education should be exem- 
plified. If what happens in the five different avenues is conflicting and 
contradictory rather than complementary there is not the consistency 
of purpose which a whole school policy for social education requires. 
Its efficacy is, therefore, seriously compromised. 

There is one remaining burning question. Is all this a counsel of 
perfection? Is it a blue-print for schools in some ideal never never 
land? 

In fact, the theory represented here has developed out of 
description, analysis and evaluation of ‘good practice’ in schools, It 
has been, very typically, developed within the tough arenas of 
inner-city schools and schools in large peripheral housing estates, 
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From a standpoint in the early seventies when deschooling seemed, to 
this writer at least, to be the most logical analysis of a moribund and 
cliched school system I have, through the experience of working 
closely with dedicated teachers in honest schools, come to the belief 
that there is a reschooling movement which is now revitalizing both 
the theory and practice of teaching and learning. That ‘reschooling’ 
must acknowledge that at the very heart of the process lies a 
commitment to social education. 
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Introduction 


This chapter will attempt to illustrate the process of social education 
in practice. It draws heavily on the work of Birmingham Young 
Volunteers (BYV) Social Education Project. The nature of the 
relationship between a young volunteer organization and secondary 
schools is in itself interesting; however this chapter will not pursue 
that relationship — except when essential. It will present the work 
done in one school as a case study to illustrate one definition of social 
education. 

It is, however, important to trace a little of the history of the 
BYV Social Education Project in order to understand the develop- 
ment of its commitment to social education as a method. 


BYV Social Education Project 


Birmingham Young Volunteers often acted as a kind of clearing 
house for schools who wished to develop community service schemes 
for fourth and fifth year pupils. Some of these groups were well- 
motivated high achievers who wished to serve the ‘less fortunate’, but 
R.O.S.L.A. precipitated an avalanche of demand for relevant, useful, 
worthwhile activities for the ‘less able’, and BYV was pressed more 
anxiously to provide contacts for community service type courses. 

Over the next few years dissatisfaction with the depth, and 
short-lived nature of the work forced BYV to look critically at its role 
and to redefine the work it was prepared to undertake. Generally 
BYV workers felt that many of the community service type courses 
they served were not ‘pupil-centred’ — that is, they were not initiated 
by pupils, took little account of pupils’ felt needs and interests, and 
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produced little long-term understanding of the community, nor the 
motivation or confidence to effect change within it. 

It became increasingly clear that the education workers would 
need to evolve a strategy which would challenge the educational 
assumptions behind community service and offer something which 
would either replace or refashion it, putting the needs of the pupils at 
the centre. It was also apparent that ‘education’ rather than service was 
becoming the motivating factor in BYV’s reformation, and from that 
time forward defining and redefining the education of young people 
and the voluntary projects role vis-a-vis schools was to become a 
dominant theme. BYV did not rethink its education aims in a vacuum 
nor in isolation. There were many initiatives during the seventies 
which addressed themselves to defining Social Education. One which 
has become well-known was active tutorial work. 

Birmingham Education Authority was actively involved in 
promoting the use of active tutorial work books in tutorial time, and 
encouraged much-needed training in the use of active learning 
methods. The Social Education Project became quite directly in- 
volved in this training and in some work with pupils in tutorial 
time. 

The attitude of the Social Education Project to active tutorial 
work (ATW) would need a great deal more unravelling than is 
possible here. Suffice it to say that there were areas of dislocation, in 
spite of some very real excitement when the Project first came across 
active tutorial work. Whatever might have been the original aims of 
the work, the books, as they appeared to be widely used, gave 
pupils very little control over what they wanted to learn. Hard- 
pressed teachers, faced with teaching a ‘new area’ for which they 
had received little training were pleased to receive books which 
offered a structured course, and this structured course was the 
syllabus. This seemed to the Social Education Project to be one of 
the major aims of Social Education — that pupils have a genuine say 
in their own learning. Therefore, the definition of social education 
finally adopted by the Project was: 


Social Education is a process whereby young people are 
enabled to learn more about themselves, the group of which 
they are a part, and the society (community) in which they 
are living. The process fosters critical awareness and is de- 
signed to enable pupils to develop skills which make a 


reasoned and confident participation in society possible. 
(BYV, 1979) 
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Although the form of words changed over the years, the project 
has consistently maintained that social education is a process which 
fosters: 


(i) an individual's increased consciousness of herself — her 
values, attitudes and skills; 

(i) an individual's sense of being part of a group, of the role 
she plays and can play in the group; 

(ili) community awareness. 


The definition also, and most importantly, answers the ‘why social 
education?’ question — to open up the possibility of effecting change. 

The general tendency of most schooling is to stress content. The 
answer to, ‘what did you learn in school today?’ is likely to be 
history, or fractions, hardly ever that ‘I learned that I or the group 
can ... or this local area is . . .’. The Project has, as one of its primary 
articles of faith the notion that pupils themselves, the knowledge they 
bring, the skills they have and the values they hold are a legitimate 
area of educational enquiry and interest; the pupils themselves were 
the building blocks on which the educational process was to be built. 

Many months were spent negotiating a contract with schools 
which showed an initial interest in the ‘new’ ideas of the project. The 
Project offered experienced teachers, time, contacts and some exper- 
tise which schools would tap into. 

The Project asked for: 


() a teacher who had opted to work with the project; 
Gi) a mixed-ability group of fourth or fifth vear pupils, who 
had opted for the course; 
(ii) a whole morning or afternoon; 
(iv) to meet in a base outside school. 


It is obvious from these ‘demands’ that the Project workers had a 
genuine critique of schooling itself, not simply of community service. 
There is no doubt that the development of the project was influenced 
by the writings of Illich, Freire, John Holt, White and Brockington, 
and others. The demands made by the project were a genuine attempt 
to minimize the influence of the compulsory nature of school, the 
school building, the strange 35 minute blocks of time and streaming. 
It was a small but brave attempt to show that learning and schooling 
s, and that often traditional schooling gets in the 
. Amazingly in 1976 six Birmingham secondary 

to meet most of those demands. f 


are not synonymou 
way of true learning 
schools were willing 
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What follows is a description of the work of one of these schools. It is 
a mixed comprehensive school in Birmingham's inner city. Much 
ground work had been done by the BYV worker, explaining the 
nature of the ‘course’, negotiating a base outside school and getting to 
know the teacher. The work was done with the group from 1979-81. 
This description is based on a report presented to the head of the 
school at the end of the first year's work. 


Our Aims for tbe Course 


Our definition of social education includes the view that pupils 
should be encouraged to develop the skills to take an active part in 
their own society and to enable change to happen in it. We have 
found that such skills as observation, asking questions, analyzing 
answers, communication skills and general social skills are fostered 
best in an atmosphere of cooperation, mutual trust and informality. 
We have also found that these skills are best developed and practiced 
in small groups, with adults and pupils learning together. The teacher 
and BYV worker plan work together, using each session to try to 
promote this kind of learning. The group consisted of about twenty 
pupils, mainly girls, fourth year, and of mixed ability. 


First Term 


The main objectives of the first term were to enable pupils and adults 
to get to know one another, to work together and to begin to find out 
about the area in which they lived. Pupils found it hard to talk about 
themselves — probably because they had not had to do so before, and 
we had to overcome ... ‘But we know one another already? 
when in fact they didn't. 

We then asked them to draw the school in its neighbourhood as 
they saw it. This exercise in ‘mental mapping’ provided the opportun- 
ity for talk, comment, and disagreements — definitely the kind of 
climate we wanted to foster. The position of the school varied 
considerably in the drawings — from the very centre of the picture to 
being a small dot on the horizon! Pupils were then given polaroid 
cameras, to share, and asked to use up to four photographs, bring 
them back and mount them. They were simply asked to take 


62 


Social Education as Method 


photographs of things which interested them in the neighbourhood. 
The selection of photographs showed: 


— old/new buildings 

— old people; drunken man 

— empty houses/burnt out houses 
— Lucas’s (employment) 

— empty shops 


This first session was a kind of model of the approach we wanted 
to follow. This was not to be a traditional ‘lesson’; pupils would offer 
a great deal from their own observations and insights. We also wanted 
to show that we trusted pupils with hardware and to go out of school 
(and the community centre where we met) unsupervised. We also set 
the pattern for working in small groups around the equipment. 

Manv of the next sessions were based on the themes identified 
t lar interest was the local 


through the camera exercises. Of particu 
n which we were based is 


shopping centre (the Community Centre i 
on the edge of that shopping centre). Pupils again worked in small 
groups; some surveyed the number of empty shops; they produced a 
graph of their results, and illustrated it with photographs of premises 
which were either vandalized or empty. Other groups prepared 
recorders and interviewed shoppers 
about the facilities available; other groups tried to find out future 
plans for the modification or development of the Centre; one group 
ager of Tescos, who eventually refused! 
with another more thriving Centre a 
few miles away, and with a fairly busy main shopping street. On one 
memorable occasion a small group was accused of being out of school 
without permission and of stealing the tape recorder. — 

These few weeks showed the adults that the pupils were able 
themselves to work around a topic. After some initial 
grew more confident of finding things out for 


questions, practiced with tape 


tried to interview the Man 
The pupils compared this Centre 


to organize 
hesitation they 
themselves. 


Tape recorders proved to be useful tools for this kind of work. 


There is ample opportunity to practice, to make mistakes, to start 
again. Generally it is easier to approach people to ask their opinions 
because tape recorders are ‘formal’ tools. Also, and most importantly 
in a mixed ability group — they overcome literacy problems (for the 
time being) and allow all pupils to take part fully. 

We were left with the problem of how to share the work done. 
We had gradually evolved a strategy of everyone present sitting down 
and listening to any group which returned from an interview. We 
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asked questions, and supported their efforts. But the sharing needed 
to be wider. Did we display the work in school? If so, how? Was it to 
be beautifully presented — but obviously adult — or should it be the 
pupils’ own presentation. We decided that it should be the pupils’ 
own work, encouraged by the adults. These pupils, embarked on a 
non-examination course, not rewarded by ticks or marks, needed 
another kind of recognition. This was truly work — even though 
quite fun — and we needed to value that work. Some pupils found 
this kind of work unacceptable — especially after the pressure of 
exams — so they left to take up more examinable options, but others 
took their place. 

The next few weeks followed a similar pattern, but attempted to 
move out from the Centre to look at the neighbourhood. We visited 
voluntary agencies, playschemes, playhouses, the neighbourhood 
office of Social Services, residents groups, and saw the effects of being 
described as a housing action area. The whole term’s work was 
summed up by discussion ‘How do I see this area?’, ‘How do I feel 
about it?', ‘Would I want to bring up my children here? The 
ambivalence was obvious — this is home, but it could be improved. A 
large group discussion made this a difficult session — small group 
work for part of the time would have improved matters. 

The last session was a coffee morning, organized by the pupils, 


for the adults and other members of staff. We were becoming 
comfortable together. 


Second Term 


The pupils had suggested that there were two major areas they wished 
to tackle in the second term — these were race and crime. These had 
been identified in a questionnaire at the end of the autumn term. They 
also noted that they saw the role of the adult as making it possible for 
them to interview people and find ‘things out’, 


Race 


The adults felt that a ‘gentle’ introduction, uncovering the pupils’ own 
experiences and expectations was an appropriate place to start. Hassle 
(produced by CSV) suggested some ideas for role plays. The group 
produced two very telling role plays. The first explored the difficul- 
ties of finding a job — but reversed the ‘normal’ tren 


d in our society 
by having some black employers refuse a job to a 


white applicant. 
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This provided the opportunity to talk about racism in employment 
and gave the white members of the group the chance to feel a little of 
what black job applicants feel. The second role play concerned the 
situation at home if the young people brought home a girlfiend or 
boyfriend from a different race. This gave the pupils the opportunity 
to explore how they felt about *mixed' relationships and the reactions 
of their parents. The one Asian girl in the group felt able to contribute 
at this point (the first spontaneous contribution) about arranged 
marriages. 

Much of the role playing was, as yet, outside pupils’ own experi- 
ence, but not far removed from it. Role playing was a vehicle to explore 
myths, reality, hearsay and wishful thinking. It was more valuable 
than facts about black unemployment in the area — at this stage. 

The role plays were essentially pessimistic as they uncovered 
racism, prejudice and misunderstanding. There are many agencies in 
the area around the school which are actively engaged in combatting 
these. problems at various levels, and we felt that visiting these 
agencies could be useful. We followed the pattern of working in small 
groups. Pupils grouped themselves (usually along friendship lines) 
and prepared themselves for visiting several agencies. 

Initial visits were made in order to set up interviews at mutually 
convenient times. Pupils gave some introductory information at this 
stage, to signal what they hoped to achieve. Groups varied in the 
amount of time they were prepared to give to preparation. All the 
agencies welcomed them; often pupils were more interested in the 
motivation of the workers than in the work of the agency; generally 
people answered with surprising openness. Some of the projects 
visited were AFFOR (All Faiths for One Race); Asian Resource 
Centre; Black Studies section of the local library. 

The model used was very similar to the first term’s visit. 


Preparation Visit Report back 
What do we want to know; Length varied according to Impressions, play tapes, 
interest comments, questions for 


preparing questions, testing 
tape recorders 


further discussion 


The number of skills employed regularly was impressive; pupils 
practiced negotiation, asking questions, synthesizing answers; more 
questions — as well as a high level of general social skills in visiting 
people and being welcomed back again! ANS. 
When pupils work in small groups and are out on visits, it is easy 
dults to lose a sense of the overall framework. We 


for pupils and a 1 m : 
hole morning together reviewing the questions 


decided to have a w 
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which the pupils had identified as important to them. The most 
pressing issue seemed to be the group's attitude to Rastafarianism. 
Some felt that Rastas ‘let down’ the whole black community and 
made it more difficult for others to get jobs and be accepted. Others 
felt that at least Rastas ‘fought back’. The whole group rejected the 
idea that law could remove prejudice or racism; some pupils felt 
strong enough to confront people and shame them into behaving with 
less discrimination. It seemed from the discussion that all their efforts 
to change society (at this stage in their lives) would be ona personal 
rather than on a collective or legal level, even though they had visited 
several agencies who worked at a community level. 


School and race 


Schools are part of society; their own school was a microcosm of the 
world. Schools can, in the pupils’ opinion, help to create a more 
genuinely multi-cultural society or hinder that Process. One session 
was spent examining how pupils thought schools could encourage a 
more genuine understanding and change in areas of race. The 
technique we used is called the statement card game (Richardson 
et al. 1982), 
The statements produced were these: 


(i) Pupils — teacher — parent — community relationships. 
They wanted a ‘children’s night’ when they could talk to 
teachers about their problems in school. 
(ii) More black teachers. Teachers should be given more time 
to explore the area in which they teach — especially with 
regard to housing problems etc. 
Gii) Three traditional subject areas were chosen for special 
mention. These subjects should be tackled in more relevant 
ways 
— History should tackle slavery, immigration and the 
Opportunity to ‘share realities’ and cultures. 

— Religious education — understanding one anothers’ 
faiths and how that affects lives. 

— Home economics-tasting one anothers’ food, learn- 
ing to cook different things. 

(iv) Teacher training — teachers should learn (get an *O' level 
in) multicultural things. 


The adults were impressed by the statements. They showed an 
understanding of the schools as they are, and. what it might be 
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possible to do. The statements might now give us a sense of deja-vu, 
but they are still not implemented in many places. 

Pupils thought that it would be worthwhile visiting the three 
departments singled out by the cards. We followed the same model as 
for the other visits — preparation — interviews — report back. It was 
more difficult to have flexibility here as members of staff were 
teaching. It was however dialogue between teachers and pupils and 
broke down some of the ‘traditional barriers’. 

The final session on race was a visit by one of the workers from 
an agency which a small group had visited. We tried an agenda- 
forming exercise — pupils brainstormed questions which they would 
like discussed, and we saw this session as a summing up and 
challenge. However, the agenda and the speaker never really met! It 
was typical of a session with an expert guest speaker. The speaker's 
analysis was far removed from the pupils’ own; they were silenced 
rather than challenged. Pupils were left feeling they were not 
valuable; that their approach was naive. It turned out to be the 


opposite of learning together. 


Crime 
We introduced the subject with a visit to the law courts. This sparked 
off many questions. This was followed by a simulation game called 
‘Justice’ (BYV, 1976) in which pupils take the roles of magistrates and 
defendants; defendants are tried and magistrates pass sentence. It 
gives a good indication of power, powerlessness, a sense of fair play 
or justice and these were explored. After this pupils thought that they 
would be particularly interested in violence against women. We set 
up a meeting with Birmingham’s Rape Crisis Centre who agreed to 
come and talk and answer questions. As a preparation we looked at 
how cartoons depict women; pupils tried their hand at creating their 
own cartoons. The adults thought that the pupils would make a 
connection between the portrayal of women as inept, weak, lazy, and 
women as victims. The connection was rejected. When the visitors 
came these ideas were further developed, but the group found the 
concept of rape as power rather than sexuality difficult. The discus- 


sion lasted the whole morning and was thoughtful and sensitive. 


Lunch 
Pupils themselves were very keen to prepare for a West Indian lunch 
for members of staff as a summing up of our multicultural work. 
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They saved money, organized the shopping, liaised with the home 
economics department and finally prepared a splendid lunch. Every- 
one took part, and staff appreciated the meal, although some did find 
talking to our pupils about the course rather difficult. 


An Evaluation 


The work in one particular school has been described at some length 
in an attempt to give a flavour of the way the project worked, and 
maybe illustrate the strengths and weakness of the approach. From 
BYV's perspective the main strength of the year's work was that the 
course evolved gradually but surely from the pupils! own interests. 
Many of the starting points were rooted in the pupils’ own experi- 
ence, but there is universality about the themes which gave us 
courage to believe that a pupil-initiated curriculum would not be 
frivolous or ‘unworthy’. 

In terms of fulfilling the aims of social education as defined by 
the project, the area least covered is ‘myself’. All the work was done 
in small groups; there was ample opportunity to learn the skills of 
small group work, but probably not enough (although some) for an 
exploration of personal identity. 

Pupils grew in self-confidence. At the beginning of the year 
some were very noisy, others said nothing. Small group work enabled 
more cooperation. As the pupils met new people, and new situations, 
as they prepared their own questions and made many visits they were 
able to begin to make a confident exploration of their own locality. 

The role of the adults is worth exploring. We rarely had to 
‘police’ the young people; relationships of trust and mutual respect 
grew as the young people realized that they could use our materials, 
make visits without us and were trusted to come back. It was also 
obvious that in some areas they knew far more then we did. We had 
to trust their judgment about the area, 
school. This enabled a more equitable 
‘normal’ in most schools. 


about racism, about their 
balance of power than is 


energy to keep the school informed of what was be 


Although the school was genuinely pleased with the atten 
enthusiasm of the young peop 


per cent for the two years of 


ing done. 
dance and 
le (attendance remained at almost 100 


the course, even though some pupils 
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only came for our course!), we found that it was possible to pursue a 
successful course without touching the great mass of schooling. Our 
efforts in the community centre were marginal to the ‘real’ work, and 
might be ‘good for the pupils’, but hardly able to influence the core of 
the school's work. 

Working with pupils in the way outlined above was exciting but 
risky. It was not possible to work to a syllabus, nor plan a course well 
in advance. It is, however, possible to know what skills we would 
like to practice and how important the exploration of values and 
attitudes is. 

The pressure which BYV felt to influence the ‘core curriculum’ 
grew. The Project was able to work within religious education 
departments, English and social studies where much of the methodol- 
ogy was welcome. Although there is less ‘risk’ when a syllabus is 
given, opportunity for ‘small scale’, almost impromptu, visits outside 
the classroom grew less, whole mornings or afternoons and mixed 
ability groups became almost a thing of the past, so the Project lost 
some of its edge, and its critique of schooling. However, it gained a 
foothold into more traditional areas of school life; it showed possibil- 
ity for change in unexpected places. The classroom work was to 
continue alongside a programme of in-service training for teachers. 
One area of work continued to influence another. 


Conclusion 


At present, there seems to be a general move towards valuing social, 
personal and moral education in schools. Much work has been done 
exploring the legitimacy and even the necessity of schools being 
involved in this area of learning. The consensus seems to be that social 
education is ‘a good thing’. However, much of the discussion is stil] 
on the level of ‘what should we teach in social education?'. The 
emphasis of the Birmingham Young Volunteers Social Education 
Project is very much on ‘how?’; and contained in its statements of 


intent are some indications of ‘why?’. 
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The Nature of Development Education 


The first part of this chapter considers the nature of development 
education and reviews the implications of this for the curriculum. The 
second part explores practical approaches. Many of those who have 
written about development education and the school curriculum — 
not only in Britain — have noted the problem that *. . . There is a real 
confusion over what development education is’ (Thompson, 1982). 
This confusion is in part a healthy debate common to just about all 
areas of the curriculum. What is geography? ... English? 

multicultural education? ... etc. If development education aims to 
function for all ages, across the curriculum and in different subjects 
(which indeed I argue it should) then clearly it is not any ‘one thing’. 

It is also the case that the phrase ‘development education’ has 
been adopted by a range of people who bring to it very different 
assumptions about models of development, processes of learning and 
the function of schooling. Definitions of development education tend 
to function at such a level of abstraction that they are very limited in 
the extent to which they mould our plans. Experience has shown that 
they are easily adapted to a wide ideological interpretation and 
therefore often reduced to rhetoric. Before considering definitions it 
is important to review some of the influences which contribute to 
different ideas about development education. 

Initially it is important to reflect on our assumptions about 
development itself. Reed (1982) suggests that there is a parallel to be 
drawn between notions of development and models of development 
education. The traditional idea of development — (which is still 
widely used!) — is centred on western concepts of progress — and on 
the transfer of knowledge, technology, finance and institutional 
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structures. Aid has a central role. The belief, whatever the rhetoric, is 
that we have the answer — indeed that there is an answer. The 
educational response therefore centres on information/knowledge 
and transmission models of learning. It is important to note that this 
approach can be adopted from ‘a left’ or ‘a right’ perspective. 

Many see, or at least assume, that development education’s 
major function relates to creating a better climate for the support of 
aid. It is fair to note that its most significant sources of funding may 
well have that idea as a base line. Hatcher (1982) describes the idea 
behind setting up of the ODM's (Ministry for Overseas Develop- 
ment) now defunct development education fund. ‘To win popular 
support for Labour’s international economic policies’ . . . in response 
to the findings of the Slackman Report (1977) on attitudes in Britain 
to overseas development. Hatcher sharpens up this debate with his 
own emphasis — ‘People did not understand that increased aid was 
not extravagant charity but an essential strategy for maintaining the 
profitability of British Imperialism’. To put it another way or as 
Brandt, for example, might have put it, we live in an interdependent 
world, concern about development is in our mutual interest. It is also 
important to note that ‘aid’ like development is a word with a wide 
usage. The ‘Real Aid Campaign’ has done some useful work to 
influence ideas on what aid could/should be (Elliot et al, 1982). 

At its worst, the focus on aid alone can lead to an ‘African 
cavalry approach’ which the media too often revels in. The powerful 
image of starvation and malnutrition is used to blast away all our 
skills in questioning what is happening and why. It reinforces popular 
misunderstanding by suggesting that the only answer is aid and that 
the problem is that there is not enough of it. Stradling (1984) relates 
this approach to the use of guilt and an attempt to approach these 
issues as if they are apolitical. 

Many of the aid agencies, such as Oxfam and War on Want, are 
putting more effort into ‘campaigning for development’ and placing 
their aid work in the context of the wider issues. For example, their 
research and that of academic ‘development studies’ are an invaluable 
asset to development education. However, if their work is simply 
used to update knowledge in transmission models of teaching then 
the main challenge is avoided. The challenge is not one of finding a 
more enlightened analysis but of using methods which enable pupils 
to develop skills in exploring the complexity of situations for 
themselves. 

There are those who argue for ‘development education’ to be a 
subject in its own right, with space on the timetable and an exam. 
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There are those that see ‘development education’ as information 
about aid — (even a form of fundraising) — or as the soft end of issue 
campaigning. Braun (1981) explores these tensions more fully. 

There is a tendency, which may too often be expedient, to 
assume that these views are all different views of the same thing. This 
type of debate is of course a familiar one in other areas of curriculum 
innovation. There is in fact often more to share between people with 
similar approaches to learning but primarily interested in social 
education, multicultural education etc., than between people with 
different approaches but using the same label. For example, a report 
on political education (Crick and Porter, 1978) concludes ... ‘politi- 
cal education has as its objective political literacy for all — a blend of 
skills, attitudes and knowledge’. Political education is therefore seen 
as an approach to a variety of subjects and not a discipline in its own 
right. My own view of development education follows similar lines 
— with the objective being a *global literacy". Like that report I also 
recognize the need for dealing directly with issues, which are too 
often glossed over. 

Hicks (1983) describes ‘open’ and ‘closed’ ends of a spectrum of 
educational thinking. At the ‘open’ end of the spectrum there is 
considerable common ground in terms of models of learning, views 
of the function of education and approaches to curriculum change 
between those involved in social education, political education and 
education for a multicultural society, etc. etc. This common ground is 
centred on the needs of the pupil, the role of attitudes and skills, the 
questioning of the dominant role of knowledge and active involve- 
ment in learning. At the ‘closed’ end of the spectrum in development 
education there is an isolated emphasis on the poverty and disadvan- 
tage of the poor in the ‘third world’. It is vital that curriculum 
projects in development education give priority to work at the ‘open’ 
end of the spectrum. 

Another very important influence on development education has 
evolved from asking questions raised by the leading thinkers of Asia, 
Africa and South America about the process of development and 
underdevelopment in the context of our own society — and its 
education systems. In the early 1970s ‘conscientization’ was a popular 
phrase among those attempting to shape development education 
programmes. It was inspired by the Brazilian educator Paulo Freire 
(1972) who took ‘life situations of learners here and now as the 
starting point from which to raise consciousness’. He argues that 
learning should be liberating and that literacy is about organizing 
ones own experiences and ideas. This type of thinking has also 
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influenced the development education approach to knowledge. He 
speaks out against what he calls the ‘banking system of education’ 
where the teacher holds the knowledge — gives it out — to collect it 
later by assessment. 

Wren (1977) draws on the ideas of Freire to consider learning 
situations about justice. People learn about justice through experi- 
ence. Experience of the relationships in the classroom or the school 
are more influential to that learning than the overt curriculum. A 
recent review of the role of development education for young 
children (Grafton, 1984) highlights the importance of the hidden 
curriculum and the structures of the school. The early experiences of 
school and its structures are probably a child's first major experience 
of the social world and how it works — and where (s)he fits in. What 
does that child learn about the world? 

Another South American Ivan Illich is credited by Hargreaves 
(1982) for raising the awareness of the role of the hidden curriculum 
in Britain. Development education has to be concerned about this 
‘2nd curriculum’ and the evidence that it is dominant over the overt 
curriculum in terms of the relationship between schooling and 
society. If we are not concerned with this then development educa- 
tion is in danger of merely being part of the ‘classical humanist’ 
(Skilbeck, 1976) tradition of absorbing the fundamental challenges of 
change by introducing apparent change, and maintain into the tradi- 
tional function of school viz society’s inequalities. 

In a similar way we can use Tanzania's education for self-reliance 
which is described by Williamson (1979) as a ‘change of direction in 
the development of education’. There is a need to ask similar 
questions to those asked by President Nyerere in our own society, 
Perhaps we should be seeing recent moves to vocational training, 
TVEI (Technical and Vocational Education Initiative) and the role of 
the MSC (Manpower Services Commission) in education policy in 
this context. Certainly looking at case studies from the ‘third world’ 
may help us to ask more effective questions about these ideas in our 
own society. Davies (1984) provides a useful start in this direction. 

Finally, it is important to review these ideas in the context of 
proposals for a movement towards a ‘new international economic 
order’ which involve new strategies for economic and political 
relationships between countries .... ‘such objectives have an educa- 
tion dimension, which entails a drastic revision of orthodox assump- 
tions about the relationship between economic development and 
education' (Encel, 1980). Too often this change is seen to be about 
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development in ‘the south’. It is equally important in ‘the north’ — in 
Britain and Europe as a whole for example. 

Development education as a process of curriculum innovation 
has to relate to the current levels of consciousness. It has to operate at 
the ‘open end’ of the spectrum and be concerned about the issues 
raised by other contemporary social change related curriculum 
innovation. The issues are complex and highly debatable — we don’t 
have any certain answers. They are also confused by our own 
attitudes and assumptions — and the powerful images of need which 
the TV can show are very real. Attempts to make this accessible to 
pupils and to their own personal/social development raises challenges 
about the very way we teach. 

In this context a definition like this one from the United Nations 
can be very challenging. Development education seeks 


to enable people to participate in the development of 
their community, their nation and the world as a whole. 
Such participation implies a critical awareness of local, 
national and international situations based on an understand- 
ing of the social, economic and political processes... . 


As to the content of development education, the UN argued that it is 


concerned with issues of human rights, dignity, self- 
reliance and social justice in both developed and developing 
countries. It is concerned with the causes of underdevelop- 
ment and the promotion of an understanding of what is 
involved in development, of how different countries go about 
undertaking development, and of the reasons for and ways of 
achieving a new international economic and social order. 


Practice 


This section explores the potential of development education in 
relation to practice. While larger questions about the organization of 
schools and their relationship to society are important, it is appropri- 
ate here to concentrate on the planned curriculum, 

If, as I have already suggested, development education has a role 
across the curriculum then it may seem important to consider the 
practical organization of secondary schools, at least to the extent of 
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questioning the current fragmentation of the curriculum into subjects 
and the lack — (in the majority of cases) — of coordination between 
these fragments. Clearly development education, like those other 
areas of innovation in this book, would welcome more real interest in 
these questions. 

I have been involved in different development education curricu- 
lum projects relating to home economics, geography, environmental 
education, English, religious education and, more recently, the early 
stages of a history project. Clearly it would be a nonsense if this 
simply involved introducing a specific element into each of these 
components of the curriculum. Basic questions and challenges need 
to be considered within the context of each subject. These questions 
may relate to attitudes and skills or the contribution the subject 
makes to how the pupil makes sense of change in the modern world. 

I will at a later stage return to these specific subject areas. 
However, before that I would like to focus on four main areas of 
importance to all those interested in development education: 


(i) the implications for the teachers — planning; 
(i) the role of attitudes; 
(ili) the development of skills; 

(iv) the potential content. 


The Implications for Teachers — Planning 


In the type of approach I am advocating a key factor is planning both 
in the long-term and for particular sessions. It is one of the myths 
about open learning processes — (sometimes referred to as active 
learning) — that they require less preparation, though it should be 
noted that an important part of that preparation is for participants to 
be in a responsive frame of mind. 

A vital dimension of planning is finding the opportunity — (as 
part of your own group or inservice workshops) — to explore your 
own assumptions about change, about the wider world, to grapple for 
yourself with some of the complexity of the issues and to review what 
you are hoping pupils will gain from the course you are designing. 

What are we going to ‘do’ about the ‘third world’? Much course 
planning, however energetic, starts with a rapidly compiled list of 
content.... we don't have time to stop and reflect on our assump- 
tions. Why is it that when it comes to the "Third World' all too often 
our content headings are a list of problems? What analysis do we put 
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over to our pupils by approaching 75 per cent of the world's 
population from that perspective? 

In a planning group where this sort of question comes up we 
turn to reviewing our aims. Aims are clearly important but too often 
they are presented in a language which does not relate to our actual 
teaching approaches. 

The group of teachers who developed People Before Places? 
(Daniels, 1985) used a ‘card game’ to facilitate their discussion about 
aims. This centred on the question: 


What do we hope pupils will gain from a development 
education approach to geography? 


The game, which is described in the book, involves everyone in 
writing their own cards and then dealing them out for selection. This 
allows everyone an opportunity to express their views. The proce- 
dure identifies areas of consensus and disagreement. These can then 
be followed up. 

As a result of using this game and other similar approaches to 
teach in-service work such as those in Debate and Decision (Richard- 
son, 1982) it is possible for a group to be more creative, to identify 
their own needs and for the challenges which arise to have a more 
practical outcome. For example, one group exploring their ideas were 
able to identify the following points of agreement. From this they 
were able to take on the question of whether their teaching methods 
and materials reflected their own ideas: 


(i) Development means different things to different people. 

(ii) Development is about people, not just economics. People 
are the key factor. 

(iii) Development does not necessarily involve economic de- 
velopment on the model of industrialised countries with 
advanced technologies. 

(iv) Pupils should be aware of and able to question information 
and recognize bias. 

(v) Pupils should recognize that development is taking place in 
their own local environment, not only in other countries. 

(vi) Pupils should gain the idea that development is about 
choice, and that any choice has both positive and negative 


aspects. 
Too often policy is not seen as a practical issue yet it is quite clear 
that teachers — (like pupils) — have a range of attitudes, for example 
to race ... and to education. So whatever policy an LEA or school 
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develops for ‘multicultural education’ or ‘anti-racist education’ for 
example, it is of little real value unless it is redeveloped as real policy 
with ‘ownership’ belonging to the teachers implementing the policy 
— and indeed the pupils receiving it. ‘Open’ processes of learning 
involved in developing staff policy are therefore central to the 
possible effectiveness of any new policy. It is only through processes 
such as these that policy can effect, in any real sense, the ethos of the 
school and the ‘hidden curriculum’. 


The Role of Attitudes 


There is often an assumption that it is a central objective of 
development education ‘to change attitudes’. There is some truth in 
this at least to the extent that the values and attitudes that contribute 
to the design of a scheme of work will have an influence beyond the 
learning structure itself. Procedural values, for example, relating to 
openmindedness, questioning and human qualities such as empathy 
are clearly important. It is also clear that such values cannot be 
introduced by teaching strategies which themselves do not reflect 
those values. It is, however, a limited view of development education 
which advocates an attempt to teach particular substantive attitudes 
about aid or ‘the third world’. 

Our attitudes and assumptions — however well informed — are 
a strong influence on our ability to analyze any other information 
which we receive on a particular subject. If therefore we have a 
stereotyped view of people in a particular part of the world then this 
will influence how we perceive their achievements. There is a 
tendency, for example, to assume and therefore stress the differences 
between the nature of situations here and in other parts of the world, 
rather than starting from a recognition of the fundamental similarities 
between human situations. 

There are many examples of school books which attempt a 
synthesis of the ‘third world’ pivoted around the idea that population 
growth and a lack of resources are the key to explaining ‘the third 
world’. There is a need to develop skills in exploring the nature of 
bias because this skill will then have a wide application. 

Activities such as brainstorming are a useful starting point for 
exploring attitudes. Groups throw out, without reaction, their first 
ideas they have relating to a theme. Another version of this is to work 
from expectations. For example before showing a film of ... you ask 
groups to brainstorm what they expect to see in the film. This kind of 
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activity not only brings out assumptions about the issue or place but 
also has the advantage of encouraging more active viewing of the film. 
Seeing and Perceiving (Richardson and Taylor, 1982) suggests a. 
number of other activities to make more use of films. Sets of 
photographs can also be a useful stimulus to group work on attitudes. 
An activity selecting photographs which ‘say something to you about 
development! from a set on Ghana (CWDE, 1980) for example, can 
enable a very constructive discussion about assumptions which often 
see development as a process of ‘westernization’. 

There is a temptation to turn these activities into a judgment of 
the pupils? attitudes and use it as evidence against them. This is not 
very constructive. It is important to use them for genuine group 
exploration and as a starting point for learning more about the issues 
involved. It is important that pupils can express their assumptions 
and attitudes freely even when they are far from certain about them. 
We should also be clear that it is not surprising that pupils have 
limited views of Africa, for example, when you take into account 
factors such as: 


G) the ‘aid agency’ images, used for fundraising, by which they 
promote important work but all too often in a way which 
increases popular misunderstanding of that work and the 
people they work with; 

(ii) the fact that media coverage emphasizes periods of crisis 
and focusses on that crisis in isolation from the other events 


and lifestyles in the location. 


Some pupils may of course use the opportunity — especially if it is 
one they do not get very often — to express views which quite clearly 
need challenging. Expressing strongly racist ideas for example. It is 
important to bring out views from other pupils to provide a challenge 
or to contribute evidence yourself to enable discussion of different 
viewpoints. It is also important that in the role of facilitator you 


maintain the ground rules, for example relating to openmindedness, 


listening to each other and exploring different perspectives. 


The Development of Skills 


If we are able to describe development education in terms of skills 
then they can provide the basis for planning learning strategies and a 
framework from which to select the detail of content and review the 
role of attitudes. They can also express the objectives of development 
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education in terms of enabling the development of the skills necessary 
to participate in the modern world. Skills such as the following are of 
importance: 


(i) Skills of recognizing our own values and the influences on 
these: 
(a) For example using a stimulus like photograph sets — 
for example What is a Family? (Braun, 1985), Doing 
Things (Redknap, 1983) and The World in Birming- 
ham (Sinclair, 1982) — to work in groups or organize 
and share our experiences of a theme. It is possible to 
use such activities to build up an agenda related to the 
broad theme of ideas and issues which the group 
think are important for further study. 


(b) Working in groups ... Which ideas do we agree 
about — which do we want to challenge each other 
on? 

(c) Using a series of quotes about a situation — which do 
we identify with most ... and least ... why? 


(ii) Skills of empathy with people in different situations and 
with different cultures: 

(a) For example using case studies or ‘situations’ (i.e. 
brief description of an event illustrating dilemmas of 
case study). How would you react if you imagine 
that you are the person described or found yourself 
in that situation? 

(b) Using role cards to argue an issue from a particular 
perspective, or using simulation games to get deeper 
into role and grapple with the complexity of an issue. 

(c) So... you are for ‘whole foods’ and against conveni- 
ence foods? Brainstorm all the advantages of conveni- 
ence foods. 

(ii) Skills of acquiring information and of critical analysis of 

such information: l 

(a) For example, using a collection of newspaper articles 
on the same event. What is the different emphasis? 
Pupils developing their own checklist of types of 
biased image that they identify. 

(b) Collect different information about your town — 
from the tourist board, local campaigning groups etc. 
What are the contrasts? Design posters about the 
school to show it in different ways. 
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(c) Take a policy statement such as the regional plans 
published by county councils and underline the main 
words arrange items on a large sheet of paper 
linking with arrows to show the argument ... then 
add questions to the diagram. Do you agree with the 
statement? What assumptions does it seem to make? 

(d) Use a grid of 100 dots to sketch on the figures you are 
dealing with to make them easier to relate to. 

(iv) Skills of recognizing the validity of different points of 
view: 

(a) For example start by identifying different points of 
view about a local issue or development project. 
Build up these skills with more familiar issues before 
using case study material to do a similar exercise for a 
development project overseas. 

(b) Use role cards taking different political profiles to 
stage a debate about an issue. 

(c) The complexity of situations often reflect the exis- 
tence of a range of subjective views influencing the 
situation. It is important to develop skills in getting a 
sense of this collection of subjective views rather than 
synthesizing à notional objectivity. 

(d) Simulate a government or an aid committee. You 
have ten projects before you. Which do you give 
priority and why? What actually happened? Simula- 
tions such as Oxfams Aid Committee Game provide 
a useful format for this approach. 

(v) Skills of forming our own conclusions: 

(a) Forexample, use activities, especially towards the end 
of a course, which bring together the major debates. 
These activities could either be a framework for the 
pupils to fill in their own ideas (for example, a web or 
mental map) or be a series of overviews which you 
provide to be used in ranking-type exercises. Pupils 
use them to consider their stance in the light of what 


they have been learning. 


There are a number of teachers' handbooks, such as those mentioned 
at the end of this chapter, which provide a fuller account of ideas such 
as these. Collectively they provide an approach which has the 
n wide range of needs in course design. 


potential for adoption to fill a i l 
that discussion, the use of 


It is useful to note an assumption 
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photographs and similar stimulus, role play, questioning information 
etc. all make demands on skills in group work. Clearly it is therefore 
also important to plan to build up experiences of learning in groups. 


The Nature of Possible Content 


In planning any specific work the content will be influenced more by 
the curriculum subject area than has been seen to be the case in terms 
of the role of attitudes or the development of skills. It is useful in 
terms of content to define development education as a perspective 
which provides a global context. 

Despite the more dominant influence of the subject area there are 
some important general approaches to content in development educa- 
tion such as the recognition of a local dimension, the need to make 
the complexity of many development issues more accessible and the 
need to use other objectives to help choose from the massive amount 
of possible content. 

The local dimension expressed in its most basic form is the idea 
that the world is here — that we are part of it — it is our everyday 


just a question of building out in concentric circles from you to the 
world. It is recognizing that the way you teach about your own 
locality or make use of a pupil's own experiences is introducing both 
skills and analysis which helps pupils to relate to the issues you wish 
to tackle in those outer circles — and more import 
who are involved in those issues. 

Recently there have been many courses introduced on the theme 
of ‘Understanding British Industry’. Many of them give little or no 
importance to seeing what is happening in Britain in terms of the 
international system in which we now function. There is a direct 
relationship between some of the pressures for particular types of 


antly to the people 
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development through industrialization in the ‘south’ and the deindus- 
trialization in the ‘north’ — such as for example, that documented in 
the West Midlands (Gaffikin and Nickson, 1984). 

On the global scale the issues are complex and dynamic. We are 
responding to, and attempting to analyze, events which are happen- 
ing today, which are changing and which are part of international 
social economic and political patterns. Even if we give considerable 
personal energy to it we cannot, without simplistic dogmatism, 
provide our pupils with answers, we cannot even get hold of a lot of 
the evidence. It is also the case that we cannot define a specific body 
of knowledge about the world and change in the world which could 
be contained in even the most extravagant syllabus. All these factors 
are a challenge, to conventional models of learning — to our role as a 
teacher. We have to become aware of our own confusion — and be 
open about it. 75:25 Ireland in an Unequal World (Regan, 1984) 
provides one of the best overviews available with regard to this 
problem. 

We need to make use of teaching techniques which make this 
complexity, the dilemmas and indeed contradictions of particular 
situations more accessible. Simulation games or role play, for exam- 
ple, can allow pupils to build up a considerable insight into the factors 
involved in an issue. We can also use case study material which allows 
us to relate to the human experience of development tensions. 

One final challenge relating to content is worth noting. It is 
usually the case that those involved in development education put the 
major proportion of their energy into materials and ideas for teaching 
about ‘the third world’ and the disadvantaged in ‘the third world’ in 
particular. There is growing interest in the idea of the local dimension 
already discussed but this too tends to concentrate on the processes of 
disadvantage. There is a need also to consider the rich. As Simpson 


(1984) puts it ‘in order to understand powerlessness in some groups it 
hich power is maintained by 


is important to focus on the ways in w 
others’, 


The Application of Development Education Approaches to 
Particular Areas of the Curriculum 


There are a number of general handbooks which are useful to 
producing schemes of work. The Development Puzzle (Fyson, 1984) 


will be helpful to those interested in an overview of different uses of 


development education in a wide range of subjects, though it does in 
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part make some very different assumptions about development 
education to those I make here. Learning about Change (Richardson, 
1976) remains the most useful general introduction and stimulus for 
developing your own ideas. My main purpose in this section is to 
offer the reader some starting points to follow up the kind of issues 
raised in this chapter in the context of their own needs. I will 
therefore restrict myself to a very limited annotated list. 


Geography 


People Before Places? (Daniels, 1985) is an ideas book which offers a 
framework for planning courses in geography. The Changing World 
and Geography (CWDE, 1979) reviews a range of geography text 
books and their content about development. The journal Contempor- 
ary Issues in Geography and Education provides a regular package of 
challenges to geographers. 


Social Education, Home Economics, Teaching about the 
Family 


Values Cultures and Kids (Bovey, 1983) is a handbook outlining some 
basic teaching activities. What is a Family? (Braun and Eisenstadt, 
1985) is a photopack which complements this. 


Environmental Education 


The forthcoming materials pack from the World Wildlife Fund 
Global Environment Education Project will provide a good starting 
point. 


English 


There is considerable potential for using literature from other coun- 
tries and cultures. A Handbook for Teaching African Literature 
(Gunner, 1984) is a useful starting point. Seeing into Words (Bridle, 
1986) takes a different approach by focussing on language and how it 
influences our perceptions of the world. The pack is organized round 
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pupil discussion groups — the emphasis is on oral skills. The World 
Studies Journal (5, 3) has recently given over an issue to English 
teaching. This included a challenging article by Chris Searle. 


History 


A short paper (Shah, 1982) set the scene for possible work but little to 
date has been done in History and Development Education. Half the 
Lies are True (Regan and Sinclair, 1985) outlines a history project 
which is in its early stages. 


Structured First Hand Experience 


An important influence on the work of the Development Education 
Centre (Birmingham) and the ideas outlined in this chapter has been 
the experience of in-service courses which have included structured 
study visits in different parts of West Africa, India and Colombia. In 
Learning about Africa (Sinclair, 1979) a series of fourteen challenges 
were identified for these courses. One was utled barriers: 


Could we identify the barriers to our understanding of 
another country, its culture and its development? Would we 
be able to relate the way we cross these barriers through first 
hand experience to methods we could use in our teaching, to 
enable our pupils to cross similar barriers? 


There is considerable practical value in this sort of in-service 
work especially when the teachers selected are able to lead local 
workshops for other teachers after the course. The style of prepara- 
tion work before the visit is also of particular importance (Braun and 
Sinclair, 1980). en! ` , . 

Recent experience of working in cooperation with those in- 
volved in development education in Ireland suggests that there is 
potential to learn about these barriers much closer to home (Regan 
1985). Viewing Britain/Ireland as a microcosm of 
international understanding (or misunderstanding) does, however, 
serve to remind us that the principle of introducing the concepts of 
derdevelopment in a local context is not an easy 
are real, controversial and less easy to explain 


and Sinclair, 


development/un 
option — the issues 
away! 
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Political Education and Peace 
Education 


Clive Harber 


This chapter, like the other chapters of the book, concentrates on 
describing the nature and aims of its area of concern before going on 
to examine practical ideas for classroom method. However, readers 
interested in the controversial history surrounding the development 
of political education and peace education should see Brennan (1981, 
chapters 3 and 4) and Heater (1984, chapter 1). 


The Nature of Political Education and Peace Education 


There are many different definitions of ‘politics’. However, as Porter 
et al suggest (1983, appendix 1), in the debate over political education 
in Britain the range of such definitions has been limited. The 
definitions utilized have certain characteristics in common: they all 
stress that at the basis of politics is conflict and disagreement (usually 
over the allocation of scarce resources), that choices, and thus 
decisions, have to be made and that the making of decisions will 
involve the exercise of power and authority both by those who made 
the decisions and those that try to influence them. 

Politics as thus understood manifests itself at a great variety of 
levels of human activity — small groups, local communities, nation- 
states, regional blocs of states and world wide. Unfortunately, 
however, the subject association which has been most directly 
concerned with political education, the Politics Association, has had 
its main professional interest in the teaching of British government 
and politics (Heater, 1980). The Programme for Political Education, 
which developed the idea of political literacy, seemed to widen the 
arca of concern to include small group behaviour but was less explicit 
about global or international political education (Porter, 1979). As a 
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result the global dimension of political education has tended to be 
considered under the general heading of ‘world studies’ and has 
developed a separate tradition. The dominant model of international 
relations used by those involved in world studies is the ‘web’, as 
opposed to the ‘billiard ball’. In the billiard ball mode! *. .. only the 
outer surface of the balls (states) are in contact. There is surface 
interaction, even occasional collision, but the internal structure/ 
relationships of each ball (state) are not significantly affected ...’. 
The web model, on the other hand, emphasizes the notion of the 
‘global village’ and the idea of global interdependence i.e. that events 
in any one part of the world can have significant repercussions in 
many — possibly all — other parts (Selby, 1984). Te 

How does ‘peace education’ differ? Like political education it 
deals with conflict and its resolution but its main area of concern is 
not with conflict and disagreement per se but in identifying, and 
thereby eventually removing, the causes of violent conflict. Violent 
conflict is not restricted either to nuclear war or war in general 
because, it is argued, *peacelessness' can be found in many situations 
Where acts of overt physical violence do not exist. This is because 
human relationships can be characterized by ‘structural violence’ i.e. 
where people live in conditions of oppression, injustice, domination 
and exploitation. Curle (1977) uses the following example of 
Peacelessness: ‘... in South Africa, the relatively “peaceful” status 
quo is maintained by injustice and .. . a masked violence is constant- 
ly done to the rights and lives of human beings’. Also like ‘the 
Political’, peacelessness or structural violence can exist between 
individuals, groups or nations. ; 

Referime ae content of peace studies Derbyshire LEA has 
commented that ‘in its concern to sharpen pupils’ awareness and 
understanding of conflict and its aim to search for alternative 
Non-violent solutions there is considerable overlap with the aims of 
Political education (1983). This overlap also holds true in the area 
of skills to be developed through political education/world DT 
Peace education. For example, one of the earliest and best known 


> : : i llege in South Wales talks of 
Courses ac cation at Atlantic Colleg : 
ie arabia to conflict and to develop 


the need to find non-violent solutions 
f 1 . + » > 4). s ah 
skills necessary for their implementation (NUT, pie ines vie 
fically the course wishes to develop the dejen) to av ipia * Pa 
Construct arguments both oral and written, and to modity e 


lio AE PO Heater, 1980). These relate closely 
ight of criticism and discussion ( for Political Education: 


to the skills specified by the Progen’ ion and evidence, or 
Interpreting and evaluating political information » Orga- 
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nizing political information, applying reasoning skills and construct- 
ing arguments based on evidence, perceiving the consequences of 
taking or not taking political actions in given contexts, expressing 
one's viewpoints through an appropriate medium, participating in 
political discussion, understanding (if not agreeing with) the views of 
others, exercising empathy, participating in group decision making 
and effectively influencing political situations (Porter, 1979). When 
compared with a checklist of skills for world studies (Hicks and 
Townley, 1982) there is also considerable overlap except that this list 
rightly includes the skill of enquiry i.e. that students should be able to 
find and record information from books, maps, statistical tables 
diagrams, photographs, newspapers, audio-visual materials, and 
should be able to interview people with specialist personal experi- 
ence. 

However, despite the general description above, it would be 
mistaken to assume that there is complete agreement about the nature 
of political education and peace education. What is meant by those 
terms depends on the ideological stance of the person using the term. 
Ideologies of political education and world studies have been clas- 
sified according to various political labels — conservative, liberal, 
reformist, radical etc. according to aims, content, classroom method, 
theories of knowledge etc. (Richardson, 1974; Porter et al, 1983; 
Harber, 1984). The same as yet has not been done for peace education 
but, apart from those who are totally hostile to the whole idea (Cox 
and Scruton, 1984), there would initially seem to be a similar range of 
views. 


(i) Conservative — This outlook has a narrower focus on 
peace as the absence of physical violence and a belief that 
pupils should accept the military status quo, including 
support for ‘deterrent’ nuclear weapons as the best defen- 
der of peace. An example of this approach is the Peace and 
Conflict Studies Syllabus (British Atlantic Committee, 
1983) in which structural violence is dealt with in optional 
modules while deterrence, defence, disarmament and arms 
control are part of the core course and which comes out in 
favouring a reliance on armaments, including nuclear 
armaments. 

(ii) Liberal — This stresses the need to consider a range of 
arguments and evidence and thus to educate the individual 
to enable him or her to make up their own minds. Typical 
of this outlook is this quotation from Peace Education 


Political Education and Peace Education 


Network Letter (1984). ‘If peace education is about any- 
thing, it is about putting all information before pupils iz 
order that they can make their own decisions and come to 
their own conclusion’. 

(iii) Radical — This aims to convince pupils of the need for 
change. Heater (1980) describes this outlook as tollows: 
‘Education can thus never be neutral: it must be morally 
committed to denouncing structural violence and to prepa- 
ration for, and incitement to, positive action .. . education 
must be a dialogue between teacher and taught to bring the 
latter to a realisation of the crucial necessity for change’. 


I have argued elsewhere (Harber, 1984) that such conservative 
and radical ideologies are aimed at socialization rather than educa- 
tion. This is because they have an ‘answer’ they wish the pupils to 
accept. An approach stressing openminded educational values must 
Permit people to make up their own minds and hence it is to the 
‘liberal’ (for want of a better word) ideology that. political/peace 
educators should turn if their desire is genuinely to enhance aware- 
ness and ability to act politically when necessary. 


Practice in Political Education and Peace Education 


chapter is to direct readers to some of 
exist in this area of social education. 
completely exhaustive though I have 
g important ideas and resources 


The aim in this section of the 
the methods and materials that 
No such chapter can claim to be 
tried to minimize the risk of excludin t urce 
by including references to further bibliographies and resources lists in 


the latter part of the chapter. The chapter concentrates primarily on 
as it tends to manifest itself in 


the key concerns of political education as, ; 
British schools. However, where possible, reference 1s made to 


Materials that can be used for peace and world studies and other 
he further references mentioned 


Sources in these areas are given in t i 
at the end of the chapter. 


above. Relevant addresses are provided 


Syllabuses 

«what to teach’? The answer will, of 
available and the interests of staff and 
d by others provide a useful 


The initial problem is always: 
Course, depend on the resources 
Pupils. However, syllabuses constructe 
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starting point in the development of one's own ideas about what to 
teach. Existing politics syllabuses at ‘O’ GCSE and ‘A’ level can be 
obtained from the examination boards but an introductory overview 
for ‘A’ level is provided by Magee (1983). At BEC and CSE level 
the Politics Association Resources Bank supplies reviews of sylla- 
buses and examinations. 

There is also help and guidance for those who have the freedom 
to design their own courses and want to draw on the ideas of others. 
For non-'A' level sixth form courses (see Bright 1979; Edwards 1978; 
and Davies and Quartermaine, 1983). Below sixth-form level there 
are model courses in Crick and Porter (1978) and quite a detailed 
syllabus is suggested in Clayton (1977). The journal Teaching Politics 
has run a series of ‘short course’ articles and some of these describe 
courses developed at various schools (Ridge 1980; Booth 1981; Hunt, 
1981; Lease 1982). Blackfyne Comprehensive School in Durham has 
produced a very full political education syllabus for 14—16 year olds 
which is based on the idea of political literacy and which contains not 
only suggested topics but also lesson plans and ideas for resources 
and methods (Smith, et al, 1985). 

Examples of world and peace studies syllabuses can be found in 
O'Connor (1980), Heater (1980) and Heard (1983) while the Centre 
for Peace Studies at the University of Lancaster provides a document 
containing six brief case studies of peace education. Alternatively 
there is the syllabus produced by the British Atlantic Committee 
(1983) referred to above. Finally, Avon County Council (1983) 
provide a useful checklist of objectives for planning courses and 
syllabuses in peace education. 


Discussion Metbod and Simulations 


A major aim of political education is the exploration of political 
values, ideas and opinions in the classroom. Many teachers will not 
simply want to transmit these to the pupils but will want them 
explored in the classroom through discussion. Hence discussion 
method is of particular importance to political education and many 
of the resources detailed in this chapter are geared towards promoting 
it. A second method of importance is the use of games and simula- 
tions. These are increasingly used in political education as a way of 
removing the distance of ‘the political’ from young people and 
creating political situations in the classroom. However, to a large 
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extent simulations are a means to the end of encouraging discussion 
of the ideas and relationships that have been simulated. 

The nature of discussion and its benefits have been fully explored 
in Bridges (1979). Strategies for handling the discussion of contro- 
versial issues in the classroom (‘balanced’, ‘objective’, ‘devil’s advo- 
cate’, ‘committed’, ‘neutral chairperson’ etc.) are described and 
analyzed in Stradling et al (1984) and Brown (1980). The question of 
how best to organize classroom discussions is comprehensively dealt 
with in Rudduck (1979) and the Schools Cultural Studies Handbook 


(1978). One resource that can be used to encourage classroom 
rious active tutorial work books 


dialogue is visiting speakers. The va ial k 
and receiving a visitor (Baldwin 


have good advice on preparing for 2 visi 
and Wells 1979-81 and 1983) and it is dealt with in O'Connell 
(1980). Often this works best if the pupils are primed on back- 
ground issues prior to the visit and have worked out their questions 
beforehand., It is also possible to use one or two members of the 
class as (rehearsed) interviewers in the Robin Day mould prior to 


opening up for the whole class for questions. — 
games will be mentioned in reference to the 
ga 


Political simulation £ J pe 
content of political and peace education. However, general gut ance 
litical education can be found in 


on the use of simulations in po 
Bra arke (1980), Leng and Thomas (1976) and Cohen 
oe ea E are made in Russell (1976) 


(1978). Also, some good general points a1 
though the article is actually about teaching sociology. The use of 
role play and drama in peace education is described in Carey (1982) 
while at the level of international relations a full discussion is pro- 
vided in Clarke (1978). Those involved in world raro ula in- 
creasingly been advocating the met me orici Pre 
where the emphasis is less on deducing intellectually wha es er 
Person’s political position might be and more : 2e Meg 
tification or feeling what its like to be in certain roles ( Q. ar d : 
One final consideration that ought to be joa o i 
looking at resources and methods for teaching the content of po Ys 
is the question of assessment. This might be pe aps id 
examination or simply because a teacher ii n m ap rp nes 
Those teachers who wish to try to assess the develop p 


skills as well as knowledge should see Harber (1983a). 


95 


Clive Harber 
Interpersonal, Small Scale Politics 


The problem of relevance in political education is a real one: pupils 
tend to have a restricted, personalized view of politics and as a result 
see it as an activity which is solely the concern of adults and which 
has little to do with their daily existence. Therefore an examination of 
politics at this level can be used to discuss the idea that the major 
components of politics — disagreement, choice, power, authority, 
decision, rules etc — are present in all social groups and organizations 
and hence in the daily experience of the pupils. This approach is 
outlined in regard to the family, the schools and gangs in Harber 
(1980) and by Gomm (1982) with regard to the family. A school book 
that contains some useful material on the idea of power in everyday 
experience, including that of unequal power relations between races 
and sexes, is Beecham et al (1982). If it can be obtained, the 
programme entitled Anatomy of a Gang from the BBC Scene series is 
an excellent study of the internal politics of two groups of boys on a 
council estate in Bristol. Programme 1 of the Yorkshire Television 
series People and Politics uses the context of a football team choosing 
a new strip to point to the bases of democratic and authoritarian 
government. As regards classroom activities, Jukes (1985) describes a 
role play based on a group of boys who go on a camping holiday 
while further ways of using groups to bring out political ideas are 
suggested in Birmingham Young Volunteers (1981). The Longman 
Interplay series contains a unit called Authority in which five 
simulations of everyday situations that involve authority rela- 
tionships are suggested. A simulation based on solving puzzles in 
small groups which are organized differently is described by Ellis 
(1982) as a way of illustrating the concepts of what she terms 
democracy, dictatorship and Utopia. The active tutorial work books 
(Baldwin and Wells 1979—81 and 1983) also contain ideas for lessons 
and activities that can be used to explore themes in this area, 
especially in relation to school rules. Lessons using small scale 
contexts to look at conflict and violence — football hooliganism, the 
generation gap and bullying for example — are described in Avon 
County Council (1983). 

Alternatively teachers can use an imaginary situation. where 
pupils find themselves alone in the world and have to decide what to 
do. One such situation is the need to survive after being marooned on 
a desert island (the predicament used by William Golding in Lord of 
the Flies) and Riches (1977) discusses how this context might be used 
in the classroom. Another possibility is survival after a nuclear attack, 
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perhaps using the stimulus provided by the ‘Humanus’ tape which 
consists of a computerized voice informing the class of their position 
and the choices they must take (address in Ellis, 1982). However, 
some teachers might feel that the idea of survivors after a nuclear war 
is stretching the imagination a little too far. 


Human Rights 


Considerations of the need for decisions and rules in human groups 
leads directly to the notion of rules and laws existing not only to 
control behaviour but also to protect rights. (It is also another way of 
suggesting the relevance of politics in that it is universal and 
unavoidable because we are all subject to rules and laws.) There are 
even recent suggestions that a separate ‘human rights education’ is 
developing thereby adding even further to the fragmentation in this 
area (Lister, 1984). 

An exploration of w 
place in the video No Law 


hat life might be like without laws takes 
s Today produced by Educational Media 
International while the book by Rae et al (1979) is a useful and 
legal rights of young people. The latter 
takes various facets of life (family, school, employment, sex, alcohol, 
Police etc.) and looks at the corresponding rights from birth to the 
age of 21. The 16-19 book in the active tutorial work series (Baldwin 
and Wells 1983) has ideas for lessons on rights in it and the 
Audio-Visual Centre produces a relevant set of slides called Freedom 
of the Individual. However, in a period of mounting youth unem- 
ployment it could be argued that as important as legal and political 
rights is knowledge of welfare rights. This is a ione atea n 
Straightforward guides to the provision of welfare yai ts cou : e 
very useful to young people. Stradling et al (1984) refers to a d er 
of resources that are useful in dealing with the rights of unemp oyed 
people while Birtles and Hewitt (1980) deal with the aoe that exist 
for those who are employed. An example of a very goo sd to 
Provide a handy and readable guide to legal and welfare rights 1s the 


pocket book produced by Neweastle-upon-Tyne ESAE p 
mittee (1984). Wider global issues of rights are taken up b Ys ooks 
written for schools — Richardson (1978) and Selby (1985). Amnesty 

d their own education pack 
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in 1985. The programmes are called You and the Law and Who 
Benefits?. 


Political Processes, Institutions and Organizations 


The following section looks at some of the resources and methods 
available for teaching political topics which are often found in school 
syllabuses. References will be made to books and other resources 
relating to specific topics rather than to general textbooks on 
government and politics. For the latter see the article by Porter in the 
Times Educational Supplement (17 June 1983) and Hesketh and 
Vernon (1980). New resources for all levels of teaching are regularly 
reviewed in Teaching Politics and Social Science Teacher, the journals 
of the Politics Association and the Association for the Teaching of 
Social Sciences respectively. Moreover, each association sells a num- 
ber of resources relevant to this area through their Resources Bank 
and Resources Unit. Most of the resources that follow, while geared 
to the 14-18 age range, are not specifically for ‘A’ level. Those 
interested in ‘A’ level should also see Wilde (1985) while those 
interested in teaching politics below the age of 14 or through some of 
the more ‘traditional’ curriculum subjects (history, geography, Eng- 
lish, religious education etc.) should see Harber (1985). At the end 
of this chapter some comprehensive resource lists are mentioned and 
these also ought to be consulted. Finally, it ought to be noted that 
British political institutions and organizations are disproportionately 
composed of people of certain attributes — white, middle class and 
male. Many standard politics textbooks deal with social class but 
gender and political participation is fully analyzed in Reid and 
Wormald (1982). Race as a political issue is dealt with in a number of 
textbooks (for example, MacFarlane, 1982) but Reeves and Chevan- 
nes (1984) provide interesting material on the alienation of many 
young black people from conventional British politics. 


Local government 
Although this is a topic which may not initially sound too stimulat- 
ing, it is important because it is the level of government which often 


most directly affects our daily lives and thus is the level of govern- 
ment that people are most likely to come into contact (or conflict) 
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with. The information office of most local authorities will usually 
provide free material that can be used as it is or adapted for handouts 
or worksheets by teachers. Community Service Volunteers produce 
a useful pack entitled Local Government as well as two simula- 
tions, Greenwood District Council and Greenwood Gypsy Site, 
that explore the role of the councillor and consider how local 
decisions are made. (All three CSV aids were revised in 1984). 
Suggestions for method are also provided in Baldwin and Wells 
(1983) and, again via gypsies, in Avon County Council (1983). Ideas 
for a simulation on officer/councillor relationships can be found in 
Greenwood and Wilson (1982) and these could be adapted for use in 
the senior secondary school. The Yorkshire ITV series People and 


Politics has a programme on local government in it and the BBC 


series Politics and You also has such a programme. Finally, teachers 
might find Brennan (1984) useful while the tried and tested texts are 


Allsop (1978), Jamieson (1978) and Jones (1975). 


Pressure gr 
essure groups 


at deal of free material is available on this 


Like local government, a gre 
First because letters to pressure 


topic. This is so for two reasons. 
groups requesting information usually provoke a generous micah 
especially from promotional groups such as Oxtam, Shelter, | OP, 
NSPCC ete who rely for a lot of their influence on publicity and 
hence have to have good publicity material. Second, the daily press is 
full of articles on. pressure groups who are trying » Dern 
government policy. Scissors, paste and old newspapers i. € 
provide the basis of a lesson. These materials, plus ordinary sudes 
and/or slides that you can write and draw on, and a cassette machine, 
can be used by teacher and pupils to make a tape/slide sequence 


i i i f press sroup or to 
tailored to address a particular issue or type of xri ar a 
illustrate pressure groups ina particular locality. Ba but alee 
(1983) have s seful suggestions for classroom me by 

one eens X i ms of developing the 
and away the most comprehensive source in ter aerate s 
fea thi aa den m ii aie aa this topic and 
(1981). This is t for any teacher wanting 

. This is a must for any ; : 
Who wants to include the ‘how’ as well as the what’. The Granada 
E Y 5 all About? covered pressure groups 1n 
ITV series Politics — What's 1t al out? c aries Perge 
Programme 3 as did Yorkshire Television in them $ 
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Political parties 


Most textbooks deal with the origins, structure and policies of the 
different parties — Coxall (1981), for example, gives a useful intro- 
duction for teachers (and sixth-formers) that covers pressure groups 
as well. The Yorkshire ITV series People and Politics covers the topic 
in programme 3 and it is also covered in programme 5 of the Mary 
Glasgow Power and the People series of cassette tapes. What was said 
above about newspapers and letters in reference to pressure groups 
also applies to political parties and the judicious teacher will also keep 
hold of electoral material from the different political parties that 
comes through the post. Local parties will sometimes provide 
speakers — especially at election time. However, not all teachers will 
necessarily be happy about dealing with the National Front as if it 
were just another political party because of its association with 
racism. Nevertheless, two points ought to be borne in mind. First, 
there is a difference between analyzing and discussing racism in the 
classroom as a political phenomenon on the one hand and making 
racist statements on the other. The latter may not be acceptable but 
the former is very necessary. Second, in many areas of Britain the 
pupils themselves will raise the issue of the National Front. These 
points both suggest that the teacher must be prepared to deal with the 
issues likely to be raised. Useful in this regard is So What Are You 
Going To Do About The National Front? by the Rev. Tony Holden 
(AFFOR) especially for its reading list and list of addresses at the 
back 


Elections 


Again, most teachers dealing with government and politics will cover 
elections and the journals Teaching Politics and Social Science Teacher 
regularly have articles which update information in this area. For 
example, the September 1983 edition of Teaching Politics dealt with 
the performance of the Conservative, Labour, SDP and Liberal 
parties in relation to the general election of that year while Social 
Science Teacher contained an article by Haslam (1983) updating on 
voting behaviour. A particularly useful book for teachers (and for 
sixth-formers) is McLean (1980) while Jones (1982) gives a useful 
checklist of methods and Thomas (1983) gives advice on how mock 
elections can be organized in schools. Some interesting ideas for a 
simulation on gerrymandering are given in Barns (1982) though they 
would have to be adapted for the 14-16 age range. A summary of 
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some resources relating to electoral reform is given in Harber (1983b) 
and the House of Commons Education Office has produced a 
tape/slide sequence called Fighting an Election which is obtainable 
from the Central Film Library. Finally, some classes might well 
appreciate Monty Python’s send up of fringe candidates and televi- 
sion coverage of elections in Election Night Special. 


The mass media 


Most of our information about local and national politics is gained 
. radio and newspapers. Of course, these are far 
d as well as being purveyors of 
values and attitudes. A key 


through the television 
from being neutral vehicles an 


information they are also transmitters of 
d ý i 21 des "EET 
aim of political education is the ability to detect bias and hence ‘media 


literacy’ is an important part of political literacy. As regards televi- 
sion, Masterman (1980) is a comprehensive text which provides many 
ideas on methods and resources and which has a section specifically 
on political education. His more recent book (1984) covers news- 
papers as well. Practical suggestions for classroom activities are 
Provided in Baldwin and Wells (1979-81 and 1983) and the Granada 
Television series Politics — What's it all About? has three of its 


Programmes devoted to the mass media. 


Central institutions 

e sole focus of a traditional ‘civics’ 
hem is necessary in any course 
d conflict resolution. Most text- 


Although these would constitute th 
approach, some consideration of t 
Concerned with decision-making an ] 3 
E Ted r E ws will 
books deal with this aspect of politics um d Hep rire 
concentrate on other aids and resources: Au pe \ ee s x. 
for ex le, have 77 Development of the British ) 
xample, have [he 2 . filmstrip and cassette tape or 
and The British Constitution on slides or films oe sip ae 
video. The House of Commons Education a 


i s mons, The Work of an 
tape/slide sequences on The Hame df ds (available from the 


MP, Making a Law and the House 0 Lore. : m 
Central Film Library). The Yorkshire ITV senes Vete: 
AAS à programme on the work of an MP an BE the Cabinet; the 
Of cassette tapes Power and the People has Pom Sa d m 
Civil Service, the Commons and the Lords. e wn fie. diio 
itself has produced a filmstrip on lg a stein” Upam 
Parliament: A Guided Tour and Common, diem bas eluded 
called Britain's Government At Work. Teaching 5 
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simulations in this arca that could be adapted for a variety of age 
groups. Examples are Kemp (1978), Munday (1984), Laver (1978) and 
Roome (1980). The scripts for the BBC's Yes Minister (Lynn and Jay, 
1984) provide an unending source of material on the internal rela- 
tionships of central government. For information on arranging a visit 
to the Palace of Westminister see Stones (1985). 


Terrorism and Northern Ireland 


Political conflicts are not always settled peacefully. These two topics 
have been included together because Northern Ireland is part of the 
UK and therefore pupils ought to know something about the political 
problems they see reported in the media and because it is also a 
significant source of planned political violence and thus a case study 
of the wider phenomenon of ‘terrorism’ to build out from. For 
the teacher a useful introduction is Arthur (1980). There is a helpful 
chapter on ‘Teaching about Northern Ireland’ in Stradling et al (1984) 
while Osborne (1978) gives a social science perspective and a peace 
education approach is provided in Avon County Council (1983). On 
the broader issue of terrorism Freeman (1981) is designed for CSE/ 
‘O’ level and Educational Audio Visual have a cassette tape/filmstrip 
set entitled Terrorism that includes an incident from Northern 
Ireland as a case study after examining what is meant by terrorism. 


Political issues 


One suggestion of the Programme for Political Education was that 
political education could be organized around the teaching of issues 
rather than organizations, processes and structures. There are, 
however, disadvantages as well as advantages to this (Harber, 1981; 
Brown and Townley, 1981). Moreover, the list is potentially endless, 
though the ‘top ten’ issues in schools are reproduced in Stradling et al 
(1984). McFarlane (1982) deals with a wide range of political issues but 
here I will describe resources for only two issues about which there 
are fundamental party policy differences which seem unlikely to 
disappear very quickly and to which the parties give a high public 
profile — unemployment and nuclear weapons. Audio-Visual Pro- 
ductions have slides or filmstrips or videos covering both these 
topics (Social Problems in Britain Today and The Nuclear Debate), 
while Stradling et al (1984) has a chapter covering the teaching of 
both issues. Issues and methods surrounding education in nuclear 
matters are discussed in The Bishop of Salisbury et al (1984). A 
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strip/slide set called Nuclear Weapons is produced by Mary Glasgow 
Publications and two books for use in schools are Turner (1983) and 
Cox (1976). Suddaby (1984) has written seven units on nuclear 
weapons which can be purchased singularly or as a set. A comprehen- 
sive introduction to the issue of unemployment is provided in Crick 
(1981). The Media Production Company produces a filmstrip and 
cassette tape set simply called Unemployment and Community 
Service Volunteers produce a pack called Working it Out: The 
Survival Game (1983) which attempts to simulate the experience of 
unemployment and give some understanding of the difficulties 
unemployed people face. CRAC have also produced two booklets — 
Dauncey (1983) which offers information and ideas on using your 
time if you’re unemployed and Jamieson (1983) which explains the 
ideas behind the YTS programme and the rights and responsibilities 
of ‘trainees’. While these last two resources are potentially useful 


danger that the use of this type of resource alone 


additions, there is a J 
with a situation where mass 


could help to foster skills of coping | 
unemployment is accepted as a taken for granted fact of life. Hence 


discussion of coping with/surviving unemployment should be held in 
conjunction with discussion of what causes unemployment and what 

RU . ^ s 
remedies there may be. On this point of the relationship between ‘life 
skills’ and critical awareness in social education see Harber and 


Brown (1983). 


Further sources of information 

While global or world aspects of politics have occasionally been 
referred to above this, by definition, is a vast area. For present 
Purposes reference will simply be made to sources that themselves 
provide information on a wide range of ideas and resources. The DES 
(1979) has produced a handbook of information on organizations 
concerned with international understanding. Of these organizations 
particular attention should perhaps be drawn to the Council of 
Education in World Citizenship which has been providing resources 
and speakers for schools for over forty years. Its history, structure 
and activities have recently been described in Heater pss 3 nia 
Nor (1980), Heater (1980) and Hicks and me d j )a bos 
resource/address lists and bibliographies as does Ric P e (19 ) 
which also has many useful ideas on method in it. z y (1984) 
Provides commentary on sixteen starting points Mina ers ERE. 
to learn more about world studies while the best EE 

with developments in this field is by obtaining dies 
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Journal. Avon County Council (1983) has a long section on further 
reading and resources for peace education while teachers interested in 
developing political education through the more specifically focussed 
European studies should see Williams (1977) and Harber (1978). 
Useful guidance on resources and suggested further reading as 
regards political education are provided in Ellis (1982), Hesketh and 
Vernon (1980), Porter et al (1983) and Chandler and Hill (1984). 


Conclusions 


Only a small part of the above discussion of resources and methods 
refers specifically to peace education. This is so for two reasons. First, 
at school level it is a very new development. Discussion really only 
got going with increased fear of nuclear conflict following the advent 
of Mr. Reagan and Mrs. Thatcher and the Cruise/SS20/Trident 
debates. Though it is about much more than the nuclear weapons 
debate, it helps to explain why its opponents find the CND accusa- 
tion easy to levy. Its recent appearance also means that discussion is 
largely at the level of rhetoric and there are as yet few examples of 
practical methods and resources. Second, even where work does exist 
it is very difficult to see a clear-cut distinction between peace 
education and political education. The former is perhaps best under- 
stood as an emphasis on non-violent solutions to conflicts and a 
concern for social justice within the broader context of political 
education. Political education is itself, of course, an emphasis within 
an education about and for society that should include sociological 
and economic dimensions. In some Ways it is a pity that peace 
education has arrived to further fragment this area of the curriculum 
and by using this label to provide a convenient stick for those who are 
all too ready to beat any area of the curriculum that wishes to 
encourage critical social education. Tactically those in favour of peace 
education approaches might have been better advised to work within 
existing areas of the school curriculum (social studies, social educa- 
tion, humanities, social sciences at ‘O’ and ‘A’ level etc.) rather than 
set themselves up as a visible target. Conversely a change of label to 
security studies, the new title in the United States (Times Educational 
Supplement, 25 January 1985), might have produced less hostile 
reacuon! 
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Addresses 


AFFOR (All Faiths for One Race) 
1 Finch Road 

Lozells 

Birmingham B19 1HS 


Amnesty International 
British Section 

5 Roberts Place 
Bowling Green Lane 
London W8 4BN 


Association for the Teaching of the 
Social Sciences 

3 Battlefield Road 

St. Albans 

Hertfordshire 

(publishes Social Science Teacber) 


Association for the Teaching of the 
Social Sciences Resources Unit 

Department of Sociology 

University of York 

Heslington 

York Y01 5DD 


The Audio-Visual Centre 
88 Queen Street 

Newton Abbot 

Devon 


Audio-Visual Productions 
Hocker Hill House 
Chepstow 

Gwent NP6 5ER 


Birmingham Young Volunteers 
Room 17 

2nd Floor 

17 Cannon Street 

Birmingham B2 5EN 


British Atlantic Committee 
30A St. James's Square 
London SW1Y 4JH 


BBC 

The Langham 
Portland Place 
London WIA 1AA 


Careers Research and Advisory 
Centre (Publications 
Catalogue) 

The Publications Department 

Hobsons Press 

Bateman Street 


Cambridge CB2 1LZ 


Central Film Library 
Chalfont Grove 
Gerrards Cross 
Bucks SL9 STN 


Comedia 
9 Poland Street 
London W1V 3DG 


Common Ground Filmstrips 
Longman Group Ltd 
Pinnacles 

Harlow 

Essex 


Community Service Volunteers 

237 Pentonville Road 

London N1 9NJ 

Department of Education and 
Science 

Elizabeth House 

York Road 

London SE1 7PH 
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Educational Audio Visual 

Mary Glasgow Publications Ltd 
Brookhampton Lane 

Kineton 

Warwick CV35 0JB 


Educational Media International 
25 Boileau Road 
London W53AL 


Granada Television Ltd 
Manchester M66 9EA 


Yorkshire Television 
The Television Centre 
Leeds LS3 1JS 


ILEA 

The History and Social Sciences 
Teachers Centre 

377 Clapham Road 

London SW9 9BT 


Institute for European Defence and 
Strategic Studies 

13/14 Golden Square 

London WIR 3AG 


Longman Resources Unit 
62 Hallfield Road 
York YO3 7XO 


Mary Glasgow Publications Ltd 
140 Kensington Church Street 
London W8 4BN 


Media Production Company 
Mary Glasgow Publications 
Brookhampton Lane 
Kineton 

Warwick CV35 o[B 


National Association of Youth 
Clubs 


106 


30 Peacock Lane 
Leicester LE1 5NY 


National Council for Civil Liberties 
186 Kings Cross Road 
London WC1X 9DE 


National Union of Teachers 
Hamilton House 

Mabledon Place 

London WC1H 9BD 


Newcastle-upon-Tyne City Council 
Research Unit 

Policy Services Department 

Civic Centre 

Newcastle 


Peace Education Network 
33 Churchill Avenue 
Kenton 

Harrow 


Middlesex 


Politics Association 

16 Gower Street 

London WC1E 6DF 
(publishes Teaching Politics) 


Politics Association Resources Bank 
5 Parsonage Road 

Heaton Moor 

Stockport SK4 4JZ 


Richardson Institute for Conflict 

and Peace Research 
University of Lancaster 
Lancaster LAL 4YF 


West Sussex Institu 
Education 

Upper Bognor Road 

Bognor Regis 

West Sussex PO21 IHR 


te of Higher 
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World Studies Project World Studies Teacher Training 
C/o One World Trust Centre ? 
24 Palace Chambers University of York 
Bridge Street Heslington 
London SW1A 2JT York YOI 5DD 
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Tim O'Sullivan, Holly Goulden and 
John Hartley 


Why Media Studies? 


Media studies is usually justified on two related grounds. First, as an 
area of public concern; second as an area of private experience. The 
media constantly give rise to issues of public concern and con- 
troversy. For example, media Coverage of world events, from strikes 
to wars, is always controversial — not jus 
unfair to a particular person 
coverage can itself influence the course of events. The w 
the media represent 

controversial — and t 


ays in which 
different people, groups and ideas are also 
heir portrayal of women, workers, ethnic and 
linguistic minorities has been justifiably criticized, 

ho are constantly irritated by the 
, VI ce and sexuality; by their alleged 
ption, consumerism and the cult 
endency towards sensationalism, 


trivialization and stereotyping. For some, the media are the cause of 


moral decline, of bad behaviour, of undermining traditional educa- 
tional standards. The media have been blamed for apparent declines 
in standards of literacy, respect for authority, discipline and the 
pursuit of ‘worthwhile’ interests (Lusted, 1985; Masterman, 1980). 


à course in media studies should 


of the 1870 Education Act. In thei $ i KeA 
medium, ‘good’ citizenship would 
could persuade the ‘individual in th 
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influence’ not to disrupt but instead to reinforce the established 
institutions and hierarchies of the nation. 

_ _ An important strand of thinking within formal education is 
influenced by this ideology and it has played its part in the develop- 
ment of media education. It is still not uncommon for teachers to 
regard the media as partly responsible for the direction society as a 
whole appears to be taking. Popular culture in general, and the media 
in particular, are threatening because they are perceived as pandering 
to ‘the mob’s’ worst instincts and often dangerously beyond the 
control of ‘responsible’ sections of society. Thus, media education 
has been regarded negatively, as an antidote to the media and to 
peoples’ experience of them. The danger in this approach, however, is 
that if we are formed, individually and collectively, partly by our 
continuing encounters and relations with the media, teaching stu- 
dents to despise the media can result in encouraging them to despise 


themselves. 

_ For those who accept th 
individual and social lives, media st 
celebrating the pleasures of the me 
Speaker there is an array of social, 
Which play a major part in determining not 
but also our knowledge of the world and ourse 
studies can be the focus for a totally different view of what constitutes 
‘good citizenship’. Rather than the inculcation of moral values and 
standards to enable people to resist the temptations of popular 
Culture, it is an attempt to recover and ‘place’ popular culture as a 
Progressive and challenging social force in its own right. From this 
point of view, the structure of the media is modelled far too closely 


On the structure of capitalist corporations. The different media are 
owned and controlled by a remarkably small number of people. 
Much of what we see on television and read in newspapers i$ 
Produced by a minority of specialists. The production of media 
Output is hedged about by social, professional, legal and other 
restrictions which make access to production very difficult for 
Outsiders — the very public that the media ostensibly serve. A 'good 
citizen’ in this context is one whose criticism of the media leads not to 
à negative dismissal but to à positive attempt to achieve change. 
Studying the media is good way of ancy eh iine 
Society because they are part of it, both institution? , and y terms of 
the social and political relations that exist between cultura producers 
and consumers. Beyond this they also represent society 1n d in 
the images, sounds and words that are their stock-in-trade. In this 


e media as a positive part of our 
udies is not simply a means of 
dia. Behind every screen and 
economic and political forces 
only our entertainments 
Ives. As a result media 
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way, studying the media leads inexorably to examining society's 
norms and beliefs, contradictions and forms of resistance, opposition 
or alternatives. It is the very fact that studying the media can result in 
awareness, discussion and debate of such issues that makes media 
studies worthwhile. That is *why media studies. 


What is Media Studies? 


At this point we turn to the what of media studies: what are the 
media under study, and what should a course in media studies be 
teaching about them? As yet there is no definitive answer to either of 
these questions. Not only is there little agreement over what consti- 
tutes ‘the media’, but also there is no essential definition that will do 


for all time and any purpose. Here for example, is a list of 
characteristics which, through discussion, might be agreed to separate 
mass media from other means of communication: 

mass media: reach large numbers of 
technology; are modern; involve large-scale commercial cor- 
porations and finance; are state controlled or regulated; are 
centrally produced but privately consumed; are co-operative 
not individual forms of communication; are popular. 


Once such a set of characteristics 
quite easy to think of things that 


people; employ high 


has been introduced however, it is 


fulfil these criteria but that are not 
conventionally understood as mass media — religion and education 


being clear examples. Further, there are things like music, photo- 
graphy, pictures, drama, speech, and printing that appear in more 
than one of the mass media — are these forms of communication 
or media in their own right? 

Beyond showing that there’s no single definition of the media, 
this also illustrates that despite their diversity, and the differences 
between them, the media are socially recognized, Everyone agrees that 


they include television, radio, cinema and the Press. After discussion, 
most will agree that music and publishing should be included, as well 
as advertising. Often people will express their recognition of mass 


ce to a technological apparatus (Williams, 
hinking of tl 


he media as social 


1974), but people 
institutions. 
With these points in 


mind, it’s not sur 
syllabuses focus on differe 


f Prising that different 
nt media — although the majority fore- 
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ground the press, cinema and TV. Such disparity is less surprising 
given the absence of an ‘agreed’ set of issues or concerns at the ‘heart’ 
of media studies — what you study depends very much on what you 
are looking for. In recent years this has led to the development of a 
range of syllabuses that were heavily orientated towards the concerns 
and methodologies of established school disciplines. Teachers of 
English drew up one kind of agenda, general and liberal studies 
another, art and drama teachers entirely different courses again. More 
recent developments however, are characterized by the emergence of 
a set of syllabuses that establish media studies as a discipline in its 
own right, The aims, objectives and analytical approaches demanded 
by these syllabuses are in part founded on the recent developments of 
media study in the higher education sector and can be expected 
increasingly to become the ‘what’ of school media studies in the 
future. 

In considering the content of a media studies course, we draw on 
the example set by the Welsh Joint Education Committee’s 16+ 
syllabus, which was piloted in September 1985. It’s a syllabus that 
we have been directly involved in developing and it promises to be 
typical of others currently under development. Its agenda has 
emerged from the various experiences of earlier school courses, 
j dia study in the higher educational sector, 


developn i 
nents in me 
»Service Diploma in Teaching Media 


including a Postgraduate, Ir 
Studies, validated by the Polytechnic of Wales. I 

'The media specified by this syllabus are television, radio, cinema 
and the press as major focal area's of study, but it also recommends 


that attention should be given to advertising, photography, music, 
their own distinctive 


and video. Each of these media, drawing on t : ; s 
, i fi : w on the worid . 
"languages , codes and conventions, offer us ‘a windo 


In media studies there are two main issues at stake in this metaphor. 
First, What is the world that is shown through the media window 
like? How does it, for example, differ from the world as we perceive 
it outside the media? Are there any views that cannot be seen through 
the window? The media window may appear to show the whole 
world but from whose point of view? Second, what ae rn of 
the window itself? What is it made of? Under what conditions? How 


EN bec T6? 
is it m who makes ıt? : 
ade and he course falls into three broad 


The conceptual framework of t into tht 
areas of enquiry: representations, industries and institutions, and 


audiences and identities. To show how these verd deis wn 
the questions outlined above, its useful to provide a brief map Of sac 


of them in turn. 
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Representations 


To begin the course it is important to establish that the media 
‘window’ is not transparent but constructed and that the view of the 
world and of the people and events in it is mediated. In short, a 
distinction needs to be introduced between sue: 
ideas as they occur in the world at large and their representation in the 


media (Dyer, 1985). One way to introduce the general concept of 


xamples of visual, 
in which they offer 


ifferent component parts of the images 
under study (Greenhill, et al, 1977; Evans, 1978; BFI and SEFT 


packs). In a similar way, work on advertising imagery can be used to 
encourage an analytic and practical familiarity with visual construc- 
tion and representation (Dyer, 1982; Fiske, 1982; Williamson, 1978). 
Ferguson (1981) outlines a range of practical exercises using video or 
film which explore the ways in which meanings can be constructed by 
manipulating the basic elements of visual texts. The variations 
produced through these kinds of exercises should illustrate that every 
view of the world presented by the media is only one of many 
potential ‘ways of seeing’ and representing it. 

Once it has been established 
structed, attention can move to 
represent different aspects of the 


that representations are con- 
a detailed analysis of how the media 
world to us. Perhaps the best way of 
tackling this is by initially selecting one theme and examining how 
this is represented across a range of medi 
Modern societies are characterized by div 
between groups, and some of t 


provide productive themes to concentrate on. These are some exam- 


ples of possible themes, with Suggestions for the different media 
contexts in which they could be studied: 


a and genres of output. 
isions of different kinds 
tal social divisions 


Age: Images of youth in popul 
magazines and selected films; equ 
childhood (Gillis, 1974; Muncie, 

Social Class: Representations of w 
class life in, for example 
television (Woolacott, 1982 


ar newspapers, teenage 
ally images of old-age or 
1984; Pearson, 1983). 

orking class and middle 
> S0ap ‘Operas: and Serials on 
; Dyer, et al, 1981). Also media 
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representations which rarely access the dimension of social 
class — in news coverage of industrial disputes, for exam- 
ple (Hartley, 1982; Brunsden and Morley, 1978). 

Gender: The separation of the world into different domains 
and the construction of gender stereotypes of feminity and 
masculinity. Representations of men's and women's roles 
in adolescent and adults magazines, news and sports cover- 
age, advertisements and soap operas (McRobbie, 1981 and 
1982; Stott and King, 1977; Hobson, 1982; TUC, 1984). 

Family: Representations of domestic culture, chosen from 
TV sit-coms, advertising etc. Coverage of the Royal Family 
in newspapers (Woollacott, 1982; Dyer et al 1981; Ellis, 
1982; Brunsden and Morley, 1978). 

Nation: Images of national stereotypes. The construction 
and identification around the separation of ‘us’ from 
‘them’, both in terms of the difference between ‘home’ and 
‘foreign’ attributes, and in terms of ‘alien’ characteristics 
attributed to deviant or dissident groups (McArthur, 1980; 
Cohen and Young, 1981; Cohen, 1980; Hartley, et al 


1985). 

Race: Images of ethnicity — " 
‘problem’ and attempts to repr 
(Hartmann and Husband, 1974; 
1982). ex 

People: Individual people, for example, politicians and per- 
formers. Groups of people, for example, professionals and 
experts, law enforcers, deviants etc (Langer, 1981; Gardner 
and Young, 1981; Hurd, 1981; Schlesinger et al 1983). 

Places: Media representations of the local area, of London, 
of regions, holiday resorts, the countryside etc. is 

Ideas: Media images of science, medicine, ecology, qo 
and the past, war, industry etc. (Gardner and Young, 1981; 


Hartley et al 1985). 


Important aims for this kind of work 
Social divisions and themes are made s i 
show how similar representations of Leid eiusd Seth 
across a variety of different media and genres. the a vantag is 


thematic rather than ‘media map’ approach ee sede jos 
chosen medium in turn, focussing primarily on tala dq s 
istics) is that it encourages pupils to recognize sepe important 
ences between media but also focusses their attentior portant, 


epresentations of race as a 
esent multicultural society 


Hall, et al 1978; Husband, 


are to discover, first, how these 
ense of in the media; second, to 
or example, occur 
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often less immediately apparent similarities. Simultaneously, the 
approach raises questions about the relationship between the world 
of the media and the world in general. If, for example you choose to 


is a fundamental 
question which can be asked of all the other taken-for-granted social 


relationships that ‘we’ inhabit as part of our own selves. In other 


in advertisements there will cle 
image which can be taken 
structuring a programme of work, 


concept of representation, includ 
and their audiences are socially 
representations are produced and circulated within the sphere of 
popular culture which extends beyond the media alone. In these 

its i $ that popular culture is central to the 
experience of producers and consumers alike, Since we all partake of 
and are represented in popular culture, it cannot be understood as 


merely the ‘unimaginative’, ‘trivial’ or ‘mass’ that is left over when the 
‘high’ culture has been identified. Such 


very far, as such negative value jud 
appropriate or adequate framework for 
particular, or popular culture in general 

As we've already suggeste 
only media representations 


d, media studies involy 


es analyzing not 
themselves, but also 


how representa- 
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tions and their meanings are produced. The very familiarity of the 
images and their taken-for-grantedness can make this aspect of study 
difficult to open up; analytical devices are needed to disrupt the 
familiar and to isolate the ways in which various forms and conven- 
tions are used in the selection and combination of words, sounds and 
images to produce meanings. Two kinds of analysis are appropriate 
for this section of the course. The most basic is content analysis, a 
method for examining the manifest content of media output (Fiske, 
1982; McQuail, 1983). It is a statistical method, generally employed 
to compare the frequencies of key units of content as the basis for 
inference. For example, in comparing representations of gender in 
boys and girls comics and magazines, content analysis can be used to 
examine the range of character types, locations or situations found in 
à sample of publications. A survey of locations, for instance, would 
involve the construction of categories into which all locations repre- 
sented can then be recorded, as in the example below: 


Boys Stories 


Setting! Girls Stories 

Home i 
School 2 2 
Local community E 
National community : 3 
International community i E 


antasy world 


Content analysis can produce some revealing results, and its useful to 
employ it to put particular hypotheses to the test. Not only can it be 
applied in the analysis and comparison of contemporary media texts 
(for example one days or weeks newspapers), but it can also be used 
to make comparisons historically — for example, womens' maga- 
zines from the 1940s to the present. (Ferguson, 1983) — 

The second type of analysis is derived from Setniguss = the 
Study of signs and sign systems. Semiotic analysis draws oae te 
the distinctive features of a given image or text in order to show how 


it works, It is concerned with the way in which the basic elements of 
sounds and images are selected and 


al grammars that we use in 
s tics also pinpoints 
they also connote 
we recognise from 
an, by the way it is 
fantasy etc. Thus 


an image or sequence of words, 
Combined into codes — the inform : 
Interpreting and making sense of images. Senio 
©W images do more than denote their subject, 
Cultural values, qualities and knowledges that 
More general contexts. So a picture of a person € 
1t, vary in its connotations as nostalgia, gee weeds ic ir weed 

Semiotics resembles linguistics (from which it is derived); it is us 

°F structural rather than qualitative analysis. 
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With any work on semiotics, its best to begin with simple visual 
images and then progress to the more complex moving images of film 
and television. It can be taught, either in the course of work described 
earlier, in examining how different aspects of the world are repre- 
sented in the media or in conjunction with initial practical exercises 
on construction and representation (Hartley, et al 1985; Fiske, 1982; 
Hartley, 1982). However you choose to introduce it, there are two 
other forms and conventions which demand attention. First the 
concept of realism — the distinction between reality and realism. The 
product of realism is an impression that the sounds, words and 
images from which it is constructed are a direct, unmediated reflection 
of reality and conventions are selected and combined to produce their 
realistic effect (see Bennett, et al 1981; Donald and Mercer 1982). 
Second, the concept of fictional and factual narrative. This demands 
attention to the ways in which both fictional and factual representa- 
tions are constructed into stories, and into the general narrative flow 
of media output. Such a focus entails consideration of characteriza- 
tion and stereotyping within the 
Succession of narrative moments — from initial tension, through 
conflict, to eventual resolution and the restoration of normality. 
WS stories (Hartley, 1982), soap 
nd television (Ellis, 1982). 
media represent the social world 


Industries and Institutions 


As we've outlined, the idea 
notion that media im 
to the contrary — ar 


short, newspapers, Magazines, radio 


of representation is 
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In the most highly developed countries television is as easily 
available as water, gas or electricity. We can switch all of them 
on or off at will. Just as we do not wonder where the water, 
the gas or the electricity came from, how they get to us, or 
what processes they go through, so we do not generally 

wonder how television pictures reach our screens. Television 

pictures tend to be unquestioned; they are accepted as being 

as ‘natural’ as gas, water or electricity. 
An important component of media studies involves unmasking and 
understanding the processes and practices of production, and it is 
useful initially to place an emphasis on how various media forms are 
produced, constructed and circulated, on who and what are involved 
in their production processes. One strategy for opening up this area 
of work is by examining the credit lists or ‘trademarks’ of a 
Newspaper, magazine, film or TV programme. Such material provides 
an accessible starting point for examining the ‘raw materials’, the 
personnel, roles, hierarchies, technologies and so on involved in 
Production. 


From such a starting point, d teagan eran 
consideration of the contexts in which media production is situated. 


Such contexts not only facilitate, but also shape, guide and constrain 
the practices and orientations of media producers and professionals in 
important ways. In short, this is to introduce the ideas of regulation 
and determination, to suggest that all media output Is subject to a 
range of constraints and routines — certain conditions of production: 
Perhaps the best way to approach this is by concentrating initially on 
relatively restricted contexts — the studio, the newsroom, ; the 
advertising agency etc. — in order to identify the particular es 
Sequences and hierarchies involved in instances of BD = tks 
tion. Two important directions for work should also be exp T» 
here. The first involves groups taking part in e own actual or 
simulated practical productions — making their 


own school or 

; izi r cing thei 

community news-sheets or magazines, devizing and producing heir 
Own radio or video programmes (Hartle 


y et al, 1985.). In addition, 
C t ; dev ing contacts 
Such practical work can be usefully extended i pee os 
i yisiti cal medi za- 
with media organizations themselves — pars. : 
tons, or receiving visits from media protess 


als willing to talk 
ji kshops, for 
ab AE dent film and video wor ; 
out their work. Indepen gi Sus 


example, are also useful contact? -hed uncritically. It is not 
Crucially, such study cannot be approa® 


analysis can move to more detailed 
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enough simply to be able to watch a news bulletin, for example, and 
recount verbatim who does what, when and how. It is also important 
to encourage an awareness of the implications of such production 
processes — for those being represented, for the kind of ‘product’ 
produced, and for audiences. In this way knowledge of quite specific 
production contexts and practices has to be placed within its wider 
context — as part of quite specific industrialized and institutionalized 
structures and systems. Beginning with the notion of industrialized 
production, it can be helpful to draw on the metaphor of the media as 
factories, sharing many of the characteristics of any other intensive 
production unit. In this sense, production implies a sequence of 
Operations and processes which organize and coordinate the gather- 
ing together of certain ‘raw’ materials, their Processing, assembly and 
packaging into a required product or form, and their distribution and 
circulation within markets for consumption. These stages and se- 
quences involve different, often specialized practices and technolo- 
gies, divisions of labour with divisions of power, control and 
orientation. There are a range of useful production studies available 
here. These include studies of news organizations and news produc- 
tion (Schlesinger, 1978; Glasgow University Media Group, 1976, 
1978, and 1980; Tunstall, 1971; Chibnall, 1977); studies of television 
production (Elliott, 1974; Alvarado and Buscombe, 1978; Ellis, 
1982; Alvarado and Steward, 1985; Hood, 1983); records and popular 
music (Frith, 1983; Elliott, 1982); magazines (Ferguson, 1983) and 
film (Ellis, 1982; Fisher, 1970, Pirie, 1977). As many of these studies 
suggest, media production is not just a matter of technical skills and 
equipment. The people employed as professionals also have their own 
ideals, commitments, routines and values. These in turn have an 


important bearing on the finished item, which is the product not only 
of individual Professionals, but also corporate professionalism 
(Elliott, 1977; Schlesinger, 1978). 


Implicit in this, is a broader notion of the media as industries, 


which recognizes that media izati i igni 

2 organizations pant 

part of ‘big business’ withi : tls Gale cee Y 
g ess within a capitalist. market economy. As 

Murdock (1982) has argued: | 


The communications industries Produce peculiar commod- 
ities. At one level they are goods and services like an others: 
cans of fruit, automobiles or insurance. But the Jr also 
something more. By Providing accounts of the iden orary 
world and images of the ‘good life’, they play a al role 
in shaping social consciousness, and it is this ane rela- 


122 


Teaching Media Studies 


tionship’ between economic and cultural power that has made 
the issue of their control a continuing focus of academic and 
political concern. 


In a direct sense then, media organizations are in business to produce 
their ‘peculiar’ commodities to be sold and distributed subject to the 
logics of commercial profitability, loss and viability. Under specific 
market conditions, they operate to both cultivate and convert forms 
of cultural demand into commercially profitable forms of cultural 
supply. The changing commercial structures and development of 
successive media organizations have provided a rich and often volatile 
source for a set of historical debates. Two recurrent and inter-linked 
themes are especially pronounced. The first finds its expression in a 
qualitative concern for the impact of commerce upon cultural values 
and creativity within changing modes of cultural production and 
consumption. Such a focus has found its most vigorous expression 
in the critical dismay exhibited by those writers and critics who have 
tended to condemn ‘commercialism’ de facto. Here, cultural *con- 
Sumerism' and the implications of market organization have been 
framed and opposed on the grounds of ‘popularization and vulgar- 
ization’ — their claimed tendency to produce a detrimental levelling 
downwards’ of traditional cultural forms, values and pursuits. Varia- 
tions on this qualitative theme have had, and continue to exert, not 
inconsiderable influence over the framing and assessment of media 


Policy in Britain. 7 lial 
The second related dimension at issue here concerns the pouca 
implications of the structures of commercial power and interest that 
characterize private sector media enterprises. Here, instances of Sas 
or ‘crude’ market manipulation — consumer agn or dal 
Propagandizing ‘pure and simple’ have m n. vu din les 
ther commentators, have however, argued o iecit. — is 
lead to partial and oversimplified and inadequate s "ei P 
in fact, a more fundamental set of issues. These pina ga ex : 
Which the private and corporate power of media n o iP is 
3 basis for major and decisive forms e petens clue 
regulation and control, on behalf of ex i 1977; Curran and 
$roups and their class (Murdock and Go ae ee) debiras ave 
aton, 1981.) In the British context, such "wr nd control have 
Sharpened as the patterns urges iis Pi kenan con- 
rcome increasingly concentrated into vis hrough local media 
Slomerates. One way to illustrate this point 15 dio end TV ations 
research, taking, for example, local cinemas, radi ? 
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newspapers etc. and tracing their ownership — often from the local 
outlet, to national and multi-national owning groups together with 
their often diverse interests across a range of industries and share- 
holding companies. From this basis, discussions and simulated exer- 
cises can be used to introduce the debates concerning the amount of 
power that owning groups can actually wield over production and 
decision-making. A good deal of research has pinpointed the com- 
plexity of the relationship between financial owners and profes- 
sional managers or producers, who have access to considerable 
specialized knowledge and authority in everyday production (Gal- 
lagher, 1982; Murdock, 1977). 

From here, consideration can be turned towards a broader 
perspective, the production, circulation and consumption of a specific 
media industry; the popular music/record industry (Frith, 1983; 
Elliott, 1982; Hustwitt, 1984), the press (Curran and Seaton, 1981; 
Morley and Whitaker, 1984), cinema or television (Tunstall, 1983; 
Hood, 1983.) One way to approach cinema, for example, entails 
tracing the different aspects of production — from the initial 
submission of a film script, through stages of financing, production, 
promotion and distribution to eventual consumption in local cinema 
(and possibly) video outlets.2 It also perhaps worth identifying the 
record industry as a particularly useful focus for such work, not only 
because of its immediate interest to most pupils, but also because so 
many other media (radio, television and magazines) play a significant 
role in what is produced and how it is circulated and consumed 
(Hartley, et al, 1985; Instrell, 1985). 

During the course of such work, 
political debates outlined earlier are lik 
discussion; it should also become clear 
salient instances of certain key feature 
development in general — including, 
towards profit, the tendency to monop 
ownership into more extensive and p 
tions. On an international sc 
domination of some modes of 
of media output — at the ex 
Tunstall, 1977). 

A final aspect of such project wor 
of the independent sectors of cultural 
it is increasingly difficult to establish 
corporations and to initiate and sustain 
forms of media provision. As a conseq 


the kinds of qualitative and 
ely to find a natural place in 
that media industries provide 
s of capitalist production and 
for example, the imperative 
oly, and the concentration of 
owerful corporate organiza- 
ale, this has led towards the cultural 
media production — and hence forms 
pense of others (Matterlart, et al 1984; 


k might move towards analysis 
production. In financial terms, 
alternatives to the large scale 
‘independence’ or alternative 
uence, many have argued that 
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the commercial structures and relations which regulate media pro- 
duction set fundamental limits on the ‘freedom’ and autonomy of 
media organizations, and furthermore, systematically contradict the 
ideals of democratic control and access to the media. Once again, 
local independent initiatives can often provide a useful source of 
information. 

The study of the industrial contexts and commercial conditions 
of media production can begin to answer and develop some of the key 
questions posed by work done on representations, extending a critical 
awareness of how, and in what and whose terms, ‘the world’ is 
ated to audiences. However, the media are not 
stries; they are also socially and 
s Branston (1984), has argued, 
aluable pedagogic possibilities 
institutions. Such a focus is 
nstitutions within relations of 
wo interrelated directions for 
the historical development of 
the exploration of rela- 
d the state in different 


constructed and medi 
just organized and regulated as indu 
politically organized as institutions. A 
there are a range of important and v 
involved in teaching the media as 

concerned centrally to situate media i 
social power, and this presents at least t 
teaching. The first involves analysis of 
selected media institutions; the second, 
uonships between the media, government an 
contexts. Clearly, these two approaches cannot, and should not be 
‘ed, as the development of media institutions 1s 
story of the relationships between them and 
including the state. Conversely, the rela- 
a and the state — especially in times of 
have had a determining influence on the 


entirely separated, 
simultaneously a hi 
Various other forces, 
tionships between the medi 
national and social crisis — 
development of media institutions themselves. ; e 
In teaching these areas of work, its useful to begin by examining 
the development of different media institutions in different historical 
periods — the establishment and control of printing 1n the sixteenth 
and seventeenth centuries for example, the emergence of the popular 
nineteenth century (Boyce, et al 1978); selected 
d broadcasting history in the twentieth 
1983; Dickinson and Street, 1985; 
fferences between these 


newspaper in the 
moments from cinema an 
Century (Curran and Porter, 


Hood, 1983: Tunstall, 1983). Clearly, the d? RE 
historical epochs mean that the conditions for the development of 


an i B -emarkable similarities to 
Various media change. But there are also re ee 
to be raised if the develop- 


be found in the kind of issues that need to be ; period is to b 
ment and institutionalization of any medium in any period is to be 
] and commercial 


understood. Indeed, some of the political, cultura cab qi 
ga ; 
factors that influenced the development of printing are st to be 


r : : MEE .nt of new media technolo- 
found in broadcasting and the development 
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gies (Hood, 1983; Tunstall, 1983; Aubrey and Chilton oec 
fact, sometimes, the controversies surrounding these media are de 
bated in language which has hardly changed from the seventeenth 
century to the present day. re 

Underlying the development of media institutions are a set of 
long standing conflicts between those who have by various means 
appropriated the control of the social apparatus of sense-making, and 
those who seek to represent or speak for themselves, but lack the 
power to do so. This is an abiding theme of media development and 
such tensions are frequently given their clearest articulation during 
moments of national crisis — the General Strike for example, the 
Suez Crisis of the 1950s and, more recently, the Falklands Crisis. It is 
also evident in situations of crisis sparked off directly by controver- 
sial media output itself — well documented examples being Tbe War 
Game, Yesterdays Men and Death of a Princess (Tracey, 1977; Harris, 
1982; Greenberg and Smith, 1983; Curtis, 1984; Patley, 1983; Jones, 
et al, 1985.) Such incidents are particularly useful for the analysis of 
media relations with the State, political parties and government 
because when routine assumptions and practices are disrupted by 


1982; Schlesinger, et al 1983). 
can be analyzed by means of 
built around the actual even 
(Branston, 1984.) Whicheve 
crucial aims of such work 


formal legislation, less overtly, but no less effectively, in the forms of 
self-censorship and informal convention. 


Taken as a whole, the stud 
quite extensive, drawi ysis of media products, pro- 
ducers and consumers within the wider social, political and cultural 
forces that govern them. The j Portant point to bear in mind is that 
the media cannot be studied in isolation, they are explained by their 

y their own self-image. Further, the 


Teaching Media Studies 


historical context in which they develop is not a bland progression of 
events (‘one damned thing after another’), but a continuing struggle 
between different interests, factions, policies, social and commercial 
forces, which are often beyond the control of the participants. 


Audiences and Identities 


Audience is not a satisfactory term. Even its everyday use has 
overtones of passivity: to be a member of an audience is to be 


a non-contributory recipient. (Tudor, 1974) 


Implicit in our discussion of the forms and processes of media 
representation and the media as industries and institutions are a set of 
questions concerning audiences. To complete the circuit of the 
course, we turn to a range of approaches and strategies for studying 
the listeners, viewers and readers who collectively make up the 
audiences for media forms. A useful starting point here is to conduct 
a survey of pupils’ own media use. This can be a diary of their own 
media use during one week, or can be broadened to include the media 
habits of different members of their family. Such surveys can be used 
as a useful starting point for a consideration of what is meant by the 
term ‘audience’. The idea of ‘an audience’ carries a set of implicit 
assumptions, such as passive reception, size, ‘sameness’ and so on, 
and its meaning has changed within shifting historical contexts. In 
other words, our ideas of what an audience 1s are historically and 
culturally relative; they have been changed over time, in part by the 
range and nature of available media of communication. At this initial 
stage it can be productive to develop project and discussion work by 
examining the historical development of different audiences, from 
pre-literacy to print, from print to electronic media. In this sense, 
audiences are placed firmly within a set of changing social, institu- 
tional and historical relations — they are defined as specific features 
of wider social and cultural formations, rather than as abstracted 
One-dimensional phenomena. In the crudest terms = oe 
audiences encompassed within Roman amphitheatres had very if - 
erent characteristics to à television audience, but the term ‘audience 


tends often to suppress the distinctions. 
It is also important to recognize how à 
has been powerfully shaped by a set of recurrent t vs m 
Which have themselves been born out of a e ten 
Institutional preoccupations (McQuail, 1983; Tudor, ). A usetu 


thinking about audiences 
s and concerns 
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division can for example, be made here between measuring audiences 
and researching audiences. An early stimulant to audience research 
stemmed from within media organizations themselves. Within com- 
mercial contexts of production and distribution, the need to know 
‘how many?’ was given considerable impetus with the development 
of advertising. This in turn prompted the questions ‘who?’ and ‘what 
type?’. Subsequently, a predominant way of thinking about audiences 
has been in terms of numbers, statistical profiles or percentages of 
readership, attendance, sales or ratings (Tunstall, 1983). This data 
may provide useful resources for certain kinds of insight, but tends to 


be open to a range of interpretations and can be misleading. As 
Tunstall (1983) has suggested: 


The national mass media audience in Britain is one of the 
most heavily researched in the world . . . Nevertheless, there 


is always something in the assertion that the more data we 
have, the less we know. 


Interpreting the significance of such data, given the selective ways in 
which it is collected for advertisers or media policy makers, is a 
starting point for discussion. Generally speaking a great deal of 
statistical information about audiences is derived from analyzing 
responses to what are fairly simple and direct questions. Such 
methods may give us a reasonably accurate estimate of the size and, in 
limited terms, the composition of certain audiences. It is however, 
much more difficult to give comparable accounts of the different 
patterns and ranges of interpretation, Orientation and interaction that 
characterise the many sub-groups and sub-cultures encompassed 
within audiences. 


Rather different attempts to measure media audiences have also 
played an important role in a series of 
‘effects’. There is a long and r 


do the media do to people?’ 


debates concerning media 
ecurrent history to the question ‘What 


: — à history that has been especially 
pronounced in the context of negative, anti-social phenomena such as 


violence, delinquency, promiscuity and claimed moral decline (Mur- 
dock and McCron, 1979). Such concerns, perhaps especially in terms 
of their contemporary manifestation. (Barker 1984), clearly fall 
within the orbit of media studies, and it is important to critically 
evaluate both the basis of the claims, and the strengths and weaknes- 
ses of evidence presented. One of the most widely circulating ideas 
here is the notion that the media cause direct effects, a model 
sometimes referred to as the ‘hypodermic needle’ view of media- 
audience relations. Such a Perspective sees a direct, causal relationship 
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between media, individuals and society, whereby the media ‘inject’ 
attitudes and dispositions into the audience with specific, usually 
anti-social consequences. Despite the fact that the measurement of 
effects has proved both elusive and inconclusive, the debates go on. 
They continue to occupy a visible place with regard to media policy 
and censorship. Such issues should be approached through discus- 
sion, especially as young people have been the subject of much 
‘effects’ research, pupils’ own attitudes towards violence on television 
can be usefully compared with relevant studies (Noble, 1975; Gunter, 
1985: DES 1983). In all probability, the kinds of conclusion reached 
in discussion, will provide a useful precursor to more recent work 
on audiences, discussed below. 

Consideration of media ‘effects’ moves us from a concern with 
measuring audiences, towards attempts to understand and to research 
audiences in other terms — especially to situate them within their 
wider social and cultural determinants and contexts. Here, audiences 
are no longer conceptualized as an undifferentiated ‘mass’ of passive, 
gullible consumers. Instead, the focus is on the contexts and relations 
which structure and mediate the relationships between audience 
members and a repertoire of media forms. The emphasis here has 
been placed on audiences as active ‘makers’ of meanings. Different 
people in the same audience not only use the media to obtain different 
types of gratifications (Fiske, 1982; McQuail, 1983; Katz, et al 
1975; Morley, 1980), but the key to understanding both the similar- 
ities and differences between individuals and groups is seen to lie in 
the specific social, cultural and political discourses and positions that 
they occupy. 

One of the impli 
themselves can only be un 


processes and are just as subject to pr of meds 
E * C analyses nedia- 
forces as are individuals. Thus some recent analy 


audience relations begin by placing the media within the context of 
capitalist, patriarchal cultures, and the social rimus ed 2 
class and gender) associated with them (Morley, 1980 and : all, 
1980; Hobson, 1982). In this sense, audiences are not just the sum 
total of individuals who happened to watch Eastenders last night, but 
are in part identities that media texts themselves specify and close in 
various ways. Of course, in the act of consumption it is open to 
viewers and readers to accept, modify, reject or ignore the identities 
encouraged by the particular programme or media RA gis oid it 
remains the case that the ways 1n which media texts and output are 
Organized does propose certain relations between them and their 


cations of this approach, is that the media 
derstood as instances of larger cultural 
evailing social and economic 
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viewers or readers, and does encourage certain identifications at the 
expense of others. The concepts which have been used to open up 
some of these organizing relations include: genre, audience position- 
ing and mode of address (Ellis, 1982; Neale, 1983). 

As far as audiences themselves are concerned, the establishment 
of recognized genres has two consequences. First it allows for 
selection, towards a definite set of preferences without sampling 
indiscriminately; second, part of the pleasure of watching or reading 
can consist in knowing the genre conventions, and identifying with 
the characterizations, stereotypes, plots and narratives. This pleasure 
can be increased, of course by genre shifts and hybrids which play 
with such conventions or subvert them, Thus genre has come to be 
seen as one of the mechanisms by which textual plurality and 
potential meanings and experiences are limited, regulated and ordered 
in a mass market. Genres position audiences by specifying what kinds 
of pleasures and entertainments are on offer, at the same time limiting 


media output, since it recog: 
potential members of the ‘mass’ audience, 

Relations between audiences and media are also structured 
through mode of address. Every Programme, film, text etc is pro- 
duced with a given audience in mind, but what is at issue here is an 


these concepts, it is usef 
what identity is being addressed or mobilize 


ay, young people, but also 
s such in different types of 
categories that exclude or 
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cultural determinations in play as people in audiences produce 
meanings, experiences and identities (Green, 1985.). 
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Media studies in schools has not always paid attention to the kinds of 
issues outlined above. Until the late 1970s the subject tended to be 
confined to individual schools scattered around the country whose 
motives for introducing the subject varied considerably. Such a 
hybrid form and range of objectives carried their own educational 
and pedagogic implications: 
In an attempt to bring the consideration of the mass media 
onto the educational agenda, teaching strategies were adopted 
which removed the possibility of incisive analysis or the 
structured development of cognitive and intellectual skills. 
Paradoxically, this happened when there was a serious con- 
cern that the education which students received should be 
more ‘relevant to their needs’. In practice, film and media 
studies became a potential means of keeping recalcitrant, 
apathetic or bored students occupied. When the work was 
more successful it was possible to involve students in discus- 
sion about the social and moral relevance of particular 
narratives and documentary films. In the justifiable enthu- 
siasm which such work aroused it was often unnoticed that 
discussion of films, though valuable and interesting as a 
component part of media studies, was substituting for the 
notion of teaching and learning. Invisibile pedagogies were 
legitimising the retention of ignorance and establishing work 
and enjoyment as polarities in the educational system and 
coming down in favour of the latter. (Ferguson, 1981) 
t, in the absence of intellectual demand, 
Practical work became structured through the notion of creativity, 
inherited particularly from English teaching. The same pedagogic 
Strategy often continues to characterize other aspects of media study. 
From this perspective, media studies tends simply to hea the 
agenda and analytical techniques well established in Eng d » to texts 
that move and speak. Thus selected texts might be used to spark 
general debate on a social issue, literary appreciation skills developed 
on media output and practical projects used as an p oon: for 
Pupils to express views and emotions by drawing on different media 


Ferguson goes on to argue tha 
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forms. Crucially such an emphasis is apt to Sweep study of the media 
themselves off the agenda; the media 


and the way in which that Message is constructured, circulated, 
regulated and consumed is liable to be i 


H H LS - 
— concentrating instead on what Masterman (1981) terms a ‘de 
mythologizing’ Process this will reveal: 


the selective practices b 
Screen, emphasise the c 


projected and make e 
function. 


Y Which images reach the television 
Onstructed nature of representations 
Xplicit their Suppressed ideological 


Pedagogy of media Studies. In fac 
Precisely the place where: 


er than as an Omniscient expert 
A methodology with pupil experience at its centre, is an 
essential methodology ... (ibid) 


Personal experience is a crucial Starting point for Williamson (1981) 
too, her particular concern being the Problems in exposing the 
ideological work of the media: 

... I would say that students learn 

ideology, when it becomes in their 

they are actually caught in a contrad ^ believing in things 
which are directly hindering their own well-being or wishes, 

or which conflict with a change in experience, I don’t think 
people learn in the abstract, nor through moral Purpose — 
like when some boys try to be feminist. I was asked to Speak 

in a video some third years were making about violence to 
women; they were discussing violence in films and Sexist 
representations — but it meant nothing to them, it didn’t 
affect them. ... They were ‘doing’ images of women as an 
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English student might *do' medieval poetry, or à history 
student ‘The Tudors’. 


Oth : 

fo a have expressed concern for a pedagogy that at all times 
re : 

ih ronts personal experience. Alvarado (1981), for example argues 
at s : x 

ls personal experience carries strong and educationally dangerous 

imitations: 

an experience of racism doesn’t 


necessarily help one to understand, explain or fight it— and it 
is vital that people learn how to analyze, understand and 
explain in order to fight things of which they have no 
personal experience. -+ Thus it is necessary tO construct à 
pedagogy that precisely does not depend upon personal 
experience and, in certain ways critiques it- 
Underlying this concern is a deeper one; that a pedagogy based purely 
on personal experience and "learning by doing can lead to the 
exclusion of areas of wo i e vital to an understanding of the 
media, but which do not lend themselves easily to group discussion 
and/or ‘active’ work projects (Masterman, 1980 and 1985; Connell, 
1983). 

f media studies is no 


It should be clear then, that the pedagogy OF MeS 
less controversial an area than the subject matter itself. Both are 
ect to, and must be responsive 


arenas for lively debate, both are subject to» 2" 
. If it is this contemporaneity 


to constant updating and development : : 
and aalto De *pinned down' unequivocally that make media 


studies a challenging subject tO teach, it is also these qualities that 


make it such a worthwhile and rewarding one. 


The problem is, for example, 


i ou thanks to David Brownstein, à graduate of the Teaching Media 
the Polytechnic of Wales, for the use of his 


Studies Diploma course at 


work. 
2 For useful resources here contact lan Wall, Education Officer, British 
Film Year 20 Great Pultney Street, London, WIR 30B 
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Useful Addresses 


Association for Media Education in 
Scotland (AMES) 

Department of Film and Television 
Studies 

University of Stirling 

Stirling 


British Film Institute (Education 
Department) 

81 Dean Street 

London 


Centre for Contemporary Cultural 
Studies 

University of Birmingham 

PO Box 363 

Edgbaston 

Birmingham 


B15 2TT 


Comedia 

9 Poland Street 
London 
W1V3DG 


Media Education Development 
Project (SCET) 


Dowanhill 

74 Victoria Crescent 

Glasgow 

G129]N 

Society for Education in Film and 
Television 

29 Old Compton Street 

London 

WIV 5PL 
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The Polytechnic of Wales 
Treforest 

Pontypridd 

Mid-Glamorgan 

CF37 IDL 


Television Studies 
University of Stirling 
Stirling 


Working Papers in 16+ Media 
Studies 

Clywd Media Studies Unit 

Clywd Centre for Educational 
Technology 

County Civic Centre 

Mold 


Clywd 
CH71YA 


For information on media studies 
Syllabuses: 


Centre for Educational Technology 
Herrick Road 


Leicester 


Centre for Learning Resources 
275 Kennington Lane 
London 


SCET 

Dowanhill 

74 Victoria Crescent 
Glasgow 

G12 IJN 


Welsh Joint Education Committee 
245 Western Avenue 

Cardiff 

South Glamorgan 
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Tensions and Trends in School H. ealth 
Education 


Charles Wise 


There appears to be little agreement as to what constitutes school 
health education, but there remains the vestiges of a belief that it may 
be to do with ‘nits and dirty bits’ or ‘sex, drugs and ‘rock n’ roll’. This 
view may indicate the relative importance of certain emotive or high 
profile health issues, as well as perceiving health education in terms 
of content, In this chapter, although not wishing to underestimate 
the importance of a body of knowledge, the writer concentrates 
upon some of the administrative, curricular, methodological, organ- 
izational, pedagogical and social implications of health education in 


schools. 


Expectations and Concerns 


Even though the term ‘health education’ may mean different things to 
different people, it has received considerable attention within educa- 


tion circles in recent years. A number " n fuper 
independent agency reports have emp asized its importance within 
the d tin uium (DES, 1977, 1979 and 1981; DES/HMI, 1979 
and 1980; HMI, 1978, 1985a and 1985b; Schools Council, 1976 and 
1981; SED, 1974; Warnock, 1978) and some major curriculum 
development projects have focussed upon health go 
(McNaughton, 1983; Schools Council, 1977, 1982 a 18. 
However, in spite of this enthusiasm, within a decentralized educa- 
tion system there is no mandatory obligation on the part of bee to 
respond to these publications. Teachers may feel that an educa- 
tion poses yet more demands from a society which i i t diy be 
alleviators of major social ills, so what can be reasonably expected of a 


school’s planned intervention? 
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Some statements relating to the expectations of a school's health 
education programme may make particular references to ‘health’, for 
example: 


1 We can expect school health education to increase under- 
standings about the philosophy and science of individual 
and societal health. 

2 We can expect school health education programmes to 
increase competencies of individuals to make decisions 
about personal behaviours that influence their own health. 

3 We can expect school health education programmes to 
increase the skills required by individuals to engage in 
behaviours that are conducive to health. 

4 We can expect school health education programmes to 
contribute to eliciting healthy behaviours. 

5. We can expect schools to increase the skills of individuals 
to maintain and improve the health of their families and 
the communities in which they reside. 

(Kolbe, 1984, pages 12 and 13) 


whereas other sources may cite ‘health’ as one amongst other foci for 
personal and social development concerns, for example: 


giving young people a basic health knowledge and under- 
standing of human development; 


helping young people to adapt to change in themselves and 


their environment; 


helping young people to explore and understand the feelings, 
attitudes and values of themselves and others; 


helping young people to determine where they have control 
over their health and where they can, by conscious choices, 
determine their future health and lifestyles. 

(Schools Council, 1982) 


The traditional approach to school health education has focused 
upon health topics, with particular attention to those related to 
personal hygiene, drugs, smoking and sex. The reason for their 
prominence in programmes may be a particular response to the fears 
and anxieties expressed by adults. At the extreme, the selection of 
topics may have been based upon the occurrence or anticipation of a 
problem or crisis. Whilst not denying their importance, the topics 
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need to be set within the context of healthy development rather than 
apart from it. Local variation apart, the majority of young people do 
not sniff glue, use cocaine or become mothers and fathers under the 
age of 16 and therefore a programme should not be formulated on 
such a basis. 

The focus upon prevention is an attractive one in economic, 
political and social terms and since much of the western world’s ill 
health is the product of unhealthy life style, it appears to present an 
attainable goal. However, one has to consider the contribution of 
health education within the framework of the school as a health- 


promoting institution. 


The Location of Health Education 


At the outset, it is important to acknowledge that the formal 
curriculum is only one source of a young person’s health education 
and not necessarily the most influential one. For the school to 
intervene in the provision of planned health education, it is necessary 
to consider the many and varied contexts in which young people’s 
health-related behaviour occurs. If one accepts Green’s definition 
(1979) of health education as being any combination of learning 
experiences designed to facilitate voluntary adaptations of behaviour 
(in individuals, groups or communities) conducive to health, then one 
needs to ask ‘how and in what ways does the school assist in this 
process?'. The statement infers that health education is a deliberate, 
planned process and whilst this may be true in some instances, it 
provides an incomplete view of how people are ‘health-educated’. 
The messages of the hidden curriculum may support or counteract 
the activities within the formal curriculum. In the latter case, the sale 
of confectionery at the school tuck shop may undermine the work 
conducted within a dental health programme and the billowing 
clouds of the staff room may provide mixed messages as to the 
advisability of smoking! 

Health education may not appear within the syllabuses of 
specific subject areas or as a discretely labelled course or programme, 
but may result from accidental or incidental occurrences as a by- 
product of other curricular activities. For example, the treatment of a 
nose bleed within a mathematics lesson may provide an unplanned 
of health education. 
of health education may be undertaken by a 
d/or through the school’s tutorial 


yet spontaneous piece 
Since the teaching 
number of subject departments an 
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provision and given that teachers tend to operate in the isolation of 
their own classrooms, there is a danger that pupils may fall victims to 
omission and undue repetition. In a school which attempts to 
coordinate the planned provision, there appears to be a greater 
likelihood that where duplication does Occur, it takes the form of 
reinforcement and reiteration within a spiral curriculum. 

Although the need for coordination has been supported in 
numerous publications (Brierley, 1983; Evans, 1981; HMI, 1978; 
Schools Council, 1976, 1981, 1982 and 1984; Wilcox and Gillies, 
1983), the notion remains problematic. The coordination of health 
education, however, may be justified in terms of the more effective 
use of manpower, time and other scarce resources, the removal of 
‘one-off’ crisis interventions based upon problems or crises in favour 
of a programme responsive to the developmental needs and interests 
of individuals and groups, and accountability to a range of interested 


parties, for example, parents, pupils and the community beyond the 
school. 


The Target of Health Education 


Whilst some headteachers may be eager to express their commitment 
to ‘health education for all’, there is sometimes a discrepancy between 
the rhetoric and the action they support. Scrutiny of the formal 
curriculum may reveal differential provision in terms of 
and gender where, for example, the least able senior girl 
‘overdose’ of health education due to their choice of, or 
a particular combination of subjects within the school’s option 
scheme. In the absence of a core Programme, a young person’s 
selection of subjects may have a profound effect upon his/her 
exposure to health education. In some schools, 
tion that bright children do not need health education. Using a coded 
grid system where health issues are set against particular year groups, 
it is possible to gain a composite view of the school's formal 


curricular provision in terms of health education (Schools Council, 
1984), 


ability, age 
s receive an 
allocation to, 


there is the implica- 


Links with Other *Educations? 


Williams and Williams (1980) believe that health education has no 
well-established educational model over which there is a consensus of 
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opinion and that the same view may be expressed for careers, moral, 
political and social education. Although their enthusiasts may make 
claims of clear boundaries between each of these aspects of education, 
in reality they may be arbitrary, provisional and tentative. There is 
likely to be considerable overlap in terms of content, methods and 
purposes, where they share a common focus upon the promotion of 
personal and social development of young people. 

Within the formal curriculum, the ‘educations’ may appear as a 
conglomerate under a generic title or be expressed through such 
mnemonics as OAP (Outlooks and Prospects), TASK (Towards a 
Survival Kit) or SHARE (Social Health and Religious Education); the 
latter case is an example of where a school has accommodated 
religious education within a broader personal and social education 
framework. The interrelationship of health education with other 
aspects of education has received considerable attention (Bolam and 
Medlock, 1985; David, 1983; McPhail, 1982; Pring, 1984; Wakeman, 
1984) and many local authorities have expressed their views on such 
links (Bedfordshire, 1981; Devon, 1978; Gloucestershire, 1971; Lan- 
cashire, 1972; Nottinghamshire, 1981; SCEA, 1981; Stockport, 1983; 


Surrey, 1985; Wiltshire, 1982). 


Designing a Health Education Programme 


Using Pupil Experience 


One of the richest resources which young people bring to school is 
themselves, Therefore, it may be possible to gain access to this 
resource to the mutual benefit of the teachers and the taught. A 
teacher’s lack of familiarity with the existing knowledge of young 
people may lead to a situation where (s)he provides answers to 
questions that they have not asked. The resultant boredom or 
disaffection could have a demotivating effect upon their learning and 
build resistance to future dialogue. i 

The importance of the daily experience of the young person 
as (s)he goes through the school may provide some of the raw mate- 
rials for a health education programme. Too often, teachers plan pro- 
rence to their pupils and in so doing, over- 
f the situation in which young people find 
(Hamblin, 1978) such as the induction 
dary school, examinations, course 
f decision-making situations have 


grammes without refe 
look the immediacy o 
themselves. Critical incidents 
of new pupils joining the secon 
choices, bullying and a range O 
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effects on a person's health. The assumption that ‘(s)he will get over 
it’ is not only callous but ignores some behaviours beyond the school 
gates that may have their roots in the school and have a detrimental 
effect upon one's mental, physical and social health, for example, bed 
wetting, school refusal and tantrums. 

Balding (1979) found that in a survey of forty secondary schools 
in Exeter there were mis-matches between what boys and girls of 
various ages considered to be of interest and what their teachers and 
parents considered to be important in a list of twenty-eight health 
education topics. His work has been repeated in other areas with 
similar findings and this raises the issue of whose opinions dictate the 
identification of an appropriate health education programme. 

If one is to gain access to the young person's world, it may be 
through direct approach in which the person discloses his or her 
views or through the completion of an anonymous questionnaire. 
The importance of a baseline prevalence study cannot be overempha- 
sized and Balding (1984a and 1984b) has developed a health-related 
behaviour questionnaire which has been used with over 40,000 pupils 
in the 11—16 age range. Its purpose is to reveal a pupil profile which 
embraces aspects of life, at home and with friends (Muirden, 1985) 
Such information provides useful data to assist in the formulation of a 
programme and though accepting some weaknesses inherent in 
self-reporting, provides more accurate indicators than hunch or 
conventional wisdom. 

Such a direct involvement fosters the belief that (1) health 
education should be something done ‘by’ and ‘with’ pupils rather 
than ‘to’ or ‘for’ them; (ii) parents may make a valuable contribution 
to curriculum design and implementation; (iii) teachers may make 
inaccurate judgments about pupil interests; and (iv) health education 
may provide an excellent opportunity for a negotiated curriculum 
amongst a range of interested parties. 

The involvement of pupils may be extended to their role as ‘peer 
leaders’ and some recent smoking programmes have emphasized their 
centrality in this respect (Murray, 1984; SED 1974). 

On emotive issues, such as those related to human sexuality, the 
divide between acceptable and unacceptable teacher-influence may be 
critical, yet at times, unclear until an infringement. occurs. The 
activities of local, regional and national pressure groups provide a 
continual challenge to teachers and their loco-parentis role. 
They may find themselves in a ‘Catch 22’ situation if, on the one hand 
through their influence on pupils’ health-related behaviour, 
actions are considered to impinge upon the ethnic, 


their 
moral, political 
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and religious integrity/autonomy of the pupil, and on the other, they 
fail through their influence to transform negative into positive 
behaviours. For example, Clarke (1982) believes that careful monitor- 
ing of teenagers’ views and opinions could lead to more effective sex 
education. However, one should be mindful that sex education 
within a multicultural society highlights the importance of respecting 
the views of families in any school-based work (Bunting, 1984). To 
*mass- medicate’ children is to deny their uniqueness and dignity, and 
to ignore their personal perspective which is so valuable if others are 
to learn and grow from the shared experience. 

Teachers may by the way they behave within and outside the 
school, influence pupils more than by the words they utter. How- 
ever, their curricular activities vis-à-vis health education may become 
the target for the concern of pupils, parents and pressure groups, in a 
way unlike the scrutiny afforded to mathematics, modern languages 
and music. 


Influences on Healtb-R elated Bebaviour 


The complexity of the nature and scope of certain health behaviours 
may be such that school health education programmes provide a 
blunt tool. No single influence may adequately describe this com- 
plexity. For example, ‘peers’ may not represent a unitary influence 
but as Newman (1984) states, peer pressure 1s a combination of forces 
which though they appear singular in effect may include the pressure 
to appear independent, gain recognition, appear to be grown up and 
have fun. Furthermore, it may not be possible to identify the single 
most potent influence but one may be able to recognize clusters that 
are particularly influential on young people. Evans et al (1978), for 
example, identified parents, peers and the media as major influences 
perceived by young people on smoking behaviour. It may be that 
certain factors are more influential than others at particular times 
within one's 'health career (Dorn and Nortoft, 1982) and this 
realization may inform the teacher as to the stage(s) at which certain 
facets are considered. Environmental factors may militate against 
educational initiatives and be so powerful as to render them ineffec- 


tual. 

As a way of 
teachers may wish to un 
Council, 1984): 


identifying influences upon a specific behaviour, 
dertake the following exercise (Schools 
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Figure 1: 


peu iE 


The behaviour under consideration is entered in the box, for 
example, eating behaviour and influences are noted (figure 2). 

Although the responses do not represent an exhaustive list and 
may require future addition, amplification, clarification and inter- 
pretation, they serve as an initial form. 

If each topic in the syllabus is considered in terms of a behaviour, 
then a similar procedure may be adopted for all proposed content 
areas. It is interesting to note that in spite of the diversity of 
behaviours, such as cycling, drinking, sexual activity and smoking, 
there appear to be many common influences (in figure 2, try a 
number of behaviours in turn). 

From a sample of over 17,500 pupils in four years of secondary 
schools throughout the United Kingdom, Balding (19852) identified a 
very positive connection between drinking frequency and the smok- 
ing habit. He reported that 


Of the ‘non-drinking’ boys and girls, 11 per cent and 13.6 per 
cent respectively are smokers, compared with 33.3 per cent 
and 63.3 per cent for the ‘4 + days’ group who would like to 
stop smoking. 


This relationship between alcohol and smoking behaviour may 
lead to asking one or two questions, for example: 


(i) What other health-related behaviours may be linked? 

(i) Is a health education programme based upon individual 
health topics likely to assist in the development or support 
of positive health behaviours? 


Furthermore, if there are relationships should one attempt to 
develop an ‘influences’ rather than a ‘to ic-based’ approach t t 
p p pp o hea 
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Figure 2: 
Other Religion Media 
People Parents 
Culture Peers 
Sel- ———— EATING BEHAVIOUR -4—— Knowledge 
Concept 
Employment Legislation 
F 
Housing Environment Climate nange 
education? The teacher may decide to consider a cluster of influences 


and how these apply multi-pressure on pupil behaviour. Through 
focus upon relationships between road 


cycling, motor cycling and 
of alcohol (leisure and 


such an approach one may 
accidents (in terms of car driving, 
pedestrian behaviour) and the consumption 


drinking behaviour). 


Knowing and Doing 


Newman (1984) states that 


ne is insufficient to ensure appropriate action, 


Knowledge alo 
f any program to enhance health 


but it is a vital component o 

and counteract social pressure. 

The traditional model of health education teaching appears to 
have been based on the assumption that through the provision of 
factual information, a person would be persuaded towards positive 
health behaviour. This simplistic view, whilst it may adequately 
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Figure 3: 


PERSONAL 


INTERNAL 
WORLD 
attitudes; beliefs; experience; 
feelings; current knowledge; 
values; self concept 


KNOWING —————————— —»- CONTEXT — DOING 


environment; 
setting 


INFLUENCE 
OF OTHERS 


peers; parents; siblings, teachers 


describe the response of some people, fails to cater for the actions of 
many people. For example, John knows that smoking may damage 
his health but he smokes. So why does he behave in this way? 

One answer may be found in considering the intervening 
elements of the conversion process of knowledge into action. 

In this model (figure 3), it is suggested that acquired knowledge 
is subjected to scrutiny within the person in terms of his/her personal 
view of the world; the context in which the new knowledge is to be 
used may or may not be perceived as relevant or appropriate; and the 
influence of others may or may not effect the conversion of knowl- 
edge into appropriate health action. For example, Jane has learned 
about birth control methods during sex education lessons, but is 
persuaded by her boy friend that they should h 
have both been drinking at the disco and feel that they are not taking 
an undue risk. Reid (1982), whilst acknowledging the importance of 
accurate information, suggests that unintended teenage pregnancies 
are probably caused more by lack of anticipation than by simple 
ignorance. And contrary to some beliefs, the young person may not 
be a ‘free agent’ to choose what (s)he believes to be the most 
appropriate health choice in view of the influence of others. This 


ave intercourse. They 
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situation illustrates the complexity of personal decision-making and 
should influence the way in which health education is taught in the 


classroom. 


Methods, Materials and Media 


The range of learning and teaching strategies used or available for use 
is considerable and at least nine major approaches have been wit- 


nessed. These include: 


(1) 


(ii) 


Shock/ Horror — When one sees an accident on a motor- 
way the tendency may be to (a) leave at the next exit; (b) 
travel slowly for the next few miles but then revert to 
one’s high speed driving; or (c) be so upset by the scene 
that one’s driving performance disintegrates. This anal- 
ogy serves to describe what may occur in lessons where a 
health education issue is portrayed in terms of self- 
destructive behaviour; for example, the abuse of drugs by 
young people. This health ‘video-nasty’ approach may (a) 
frighten some from using the drug anymore; (b) lead to a 
short-term cessation but return to the original behaviour 
within days or months; and (c) create anxieties which in 
themselves have a destructive effect upon one’s personal 
health. There are also those who remain untouched by 
shock/horror tactics. What one can never be sure of is the 
effect they are likely to have upon a range of individuals 
who having received the same message, react differently. 
Many of the health education films of the seventies 
and before relating to drugs and sexually-transmitted 
diseases use fear arousal as a stimulus for primary preven- 
tion. There is evidence that ‘shock-horror’ may have 
limited influence upon health-related behaviour (Balding 
1985b; de Haes and Schuurman, 1971). 
Information-Grving has for many years been the pre- 
dominant approach to school health education through 
the lecture, film, tape recording, handout, wall chart and 
the book. One of their primary weaknesses is that they do 
not provide in themselves an interactive medium, 
irrespective of the quality and truth of the message. 
However, these media are not to be discounted if the 
teacher uses them sparingly so that they do not become 
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(ii) 


(v) 


(vi) 


‘just another lesson’, but are used within other 
approaches. For example, the trigger film may provide 
stimulus for discussion which may lead to further action, 
and the excellent range of schools television and radio 
programmes can provide a rich resource, as it brings the 
community into the classroom. The use of video record- 
ings increases editing possibilities. Reid (1985) cites re- 
search which indicates that information-giving on its own 
may have little influence upon smoking behaviour, but its 
inclusion within other approaches may be more effective. 
In the case of smoking, peers, siblings and parents may be 
more influential upon smoking behaviour than any 
amount of factual information! 

Conditioning is used with the very young and with some 
children in special education schools with particular 
reference to aspects of safety and personal hygiene. 
Through task analysis, teachers are able to identify com- 
ponents and teach them sequentially. The cooperation of 
parents outside school time assists considerably in the 
reinforcement process. 

Individual and group counselling may be Particularly 
relevant to situations where Persons are experiencing 
particular difficulties and where close support and moni- 
toring is necessary; also in cases where health problems 
are specific to one or more people and where confi- 
dentiality is vital if self-confidence is to be boosted. 
Appeals and demands particularly by those in authority 
may prove counter-productive though there have been 
many notable occasions where school assemblies have 
been used to influence health behaviour. Summoning girls 
into the hall to hear a lecture on the virtues of not having 
premarital intercourse since a fourth year girl has recently 
become pregnant, may have little effect upon the sexual 
behaviour of others. However, the person making the 
appeal or demand may have a considerable influence 
upon the behavioural outcome, ir 
rent logic of the argument being presented. Perhaps the 
young may respond positively, but some teenagers may 
perceive ‘nagging’ as the prime motive, Š Í 
Modelling may be used where influential people, who 
demonstrate the positive behaviour, are used as promo- 
ters of appropriate health-behaviour(s). The use of senior 


respective of the appa- 
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pupils, who are held in high-esteem, perhaps on the 
sports field, may have a positive influence on the be- 
haviour of younger ones. 

(vii) The use of experts as disseminators of information may be 
counter-productive where their image could be negatively 
perceived by young people, for example, the police 
talking about drugs. Even if health professionals have the 
appropriate knowledge they may be unfamiliar with 
working with young people in small or large groups and 
thus their potential effectiveness is undermined by their 
own lack of confidence and competence in the classroom 
situation. Doctors, health visitors, environmental health 
officers and other members of voluntary and statutory 
bodies may be best taken into school to act as consultants 
to teachers or to be used for the ‘visitor technique’. This 
technique involves the young people deciding upon 
whom to invite to school in order to respond to their 
agenda (Button, 1982; Lancashire, 1980). 

(viii) Reference to consequences — To suggest to a teenager that 
her eating of school lunches which consist of ‘chips with 
everything’ is likely to affect her health in twenty years’ 
time, may do little to influence her diet. The ‘here and 
now’ attitude of adolescents may not be amenable to an 
adult belief in the virtue of deferred gratification! 

(ix) Coping with Pressure — If young people are to feel that 
they have control of their own destiny, their ability to 
resist social pressures needs to be enhanced. Through the 
use of role play and simulation, opportunities to rehearse 


coping strategies may be offered. 
n of awareness in young people of the important 


d organizations upon their decisions 
ds self-empowerment and a 


The mobilizatio 
effect of a range of groups an 
may in itself be a vital first step towar € 
pro-active life style. The local community should provide for young 
people a rich learning resource; à programme "i dome red 
should emphasize their part within it. School healt : en shou 
not be a passive, information-based experience but shou ide on 
the basis that young people are members of many d an Pos 
have rights and responsibilities for their own personal, social and 
mental health and that of others. 

Although opportunities for wor 1 
limited during the working day, it may be broug 


k in the community may be 
ht into the school in 
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many different direct and indirect forms. The following examples 
illustrate some possibilities: 


action research personal experiences 
advertisements media presentations 
archives photographs 

art work posters 

community projects questionnaires 
diaries reports 

field work surveys 

film 


taped interviews 
musical work visitors 
observation 


Within the classroom, one may be able to use these resources and 
develop them through the use of: 


brainstorming model construction 
buzz groups pattern notes 

card sorts/ranking exercises role play 

cartoons self-perception scales 
case studies sentence completion 
collage simulation 

data analysis slide presentations 
debate story telling 
discussion work shops 

drama writing 

games 


Neither list is exhaustive but indic 
materials and media available to the tea 
young people in participative learning 
support may impede the undertaking of 
greater restriction may be the way in w 
or her role in terms of teaching style. 


ates the range of methods, 
cher who wishes to involve 
experiences. Whilst financial 
some of these activities, a far 
hich the teacher perceives his 


Teaching Style 


Didactic teacher approaches may Provide a useful mode of knowl- 


edge transmission but have little influence upon health behaviour. 
Pupils need time and space to reflect and consider their own 


knowledge, attitudes, beliefs and behaviour, both individually and in 
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groups. The composition of these groups, be they self-selected or 
teacher-selected, may have a bearing upon young people's willingness 
to share their views with others. Not all their views are for public 
scrutiny, no more than are those of the teachers, and the boundaries 
of one's private and public world may either be infringed or respected 
by the situation in which one places young people. It is for the 
teacher to provide an opportunity for discussion within a trusting 
environment and to monitor that the issue under consideration 
remains in focus; the teacher acts as a facilitator and not as a 
chairperson. It is not his/her role to ensure that young people always 
have to make public pronouncements about their personal stances, or 
to provide the right answer. Experience suggests that young people 
will share and exchange opinions when they consider the atmosphere 
to be supportive and free of fear of punitive action or breaches of 
confidentiality. ; 

Even the committed teacher may be required to change from a 
actic teaching style if the stated aims and 


didactic to a less did y : ; 
ed, but one is reminded that there is no 


expectations are to be realiz 
way to teach health education (HMI, 1985). 

' The movement towards less didactic teaching approaches has 
been encouraged and supported by the Health Education Council 
and the Schools Council through their funding of curriculum. de- 
velopment projects. The work of the Teachers' Advisory Council on 


Alcohol and Drug Education (TACADE) has made a substantial 


contribution to the field and two of their recent teaching packs Free 


to Choose and Alcohol Syllabus, 11-19 provide pupils with 3 
Opportunity to use their existing knowledge and Rei À the 

"Vus : : "one dardti sir current and future 
building blocks for the consideration of their cu 


behaviour. : Ai 

Not only may the materials present pupils with a different 
classroom learning experience, but they may challenge the teaching 
style of teachers. The emphasis on participative group activities may 
be dismissed by some teachers as time-wasting or the e band- 
wagon, but the range of possibilities under the Ba er ie 
“group work’ is considerable and offers greater ek * eee 
realization of aims and objectives which encapsulate the rhetoric o 


informed decision-making, personal autonomy, the promotion of 
Selr-es alth choices. | 
ano uestions relating to 


: n 
Thus the teacher may need to reflect SRA pen objectives: for 
the realization of implicit and/or explicit aims à J 5d 


example: 
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(i) Is the teacher an instructor or an enabler? 

(ii) Is the teacher concerned primarily with the achievement of 
behavioural change, attitudinal change or knowledge gain 
in his/her students? 

(ili) Is the teacher's style conducive to the realization of one or 
more of the objectives, indicated in item (ii)? 

(iv) Does the teacher have a repertoire of teaching approaches? 

(v) Is the teacher aware of the preferred learning style of the 
pupils? 

(vi) To what extent can the teacher be a health educator? 


At least, more participative methods signal to young people that 
it is acceptable for them to discuss health issues and that, however 
temporarily within a predominantly academic curriculum, ‘health’ 
deserves our attention. 

Whilst the aims and objectives may be well-articulated within a 
seemingly convincing declaration of intent, their enactment may be 
impeded by those who are recruited to teach health education. Some 
courses or units are staffed with teachers who are members of the 
“Remainder Factor’, i.e. those colleagues who have a surplus of ‘free’ 
periods after the main body of the timetable has been written. 
Therefore, their competence and confidence cannot be guaranteed. 
The criticism of their inability and/or reluctance to participate should 
not be the subject of ridicule or scorn but should be redirected 


towards the senior management who place colleagues in a vulnerable 
situation. 


The Future 


There is evidence that factors beyond the control of children have a 
profound effect upon their health (DHSS, 1980;Grossman, 1979; 
Kolbe, 1984b; Newberger et al, 1976) for example eilncaden and 
employment opportunities, ethnic groupings, Bib size and struc- 
ture, health behaviour of parents, parental income, social class, 
medical care and support facilities, housing and re alatan of en- 
vironmental risks. With such a catalogue of seemin » insurmount- 
able barriers to effective school health education asd be tempted 
to abdicate one's responsibility to those outside the school. I believe 
that to do so would be in error, if only because the school ^ ulation 
will be the next parent population and will indhienes je alls ring. 

Such a proposition shifts the emphasis from solely the figs and 
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now’ to a future date when young people armed with their franchise 
may have the determination to demand appropriate economic, en- 
vironmental, fiscal and legal measures to further enhance individual, 
group and community health. This belief shows the ethical, moral, 
political and social implications of teaching health education in 
schools and the pressures upon those who embark on this course. 
An increasing number of teachers have become involved with 
health education in classrooms, by attending courses and through 
involvement with local, regional and national projects (Brierley, 
1983), yet the school's contribution represents a small part of the total 
range of the nation's possible health promotion activities. Whilst 
acknowledging this situation, one should strive to find a place for 
planned health education interventions that provide regular oppor- 
tunities to reinforce positive health-related behaviour. Health educa- 
tion which does not contribute to health promotion is not a worthy 
pursuit, particularly in schools who are faced with decisions relating 
to competing priorities drawn from an ever-increasing agenda. 
Ata minimum, through highlighting the importance of a healthy 
life-style, the school may stimulate an interest in our next parental 
generation to use the economic, legal and political machinery to 


translate the welter of health knowledge into action. 
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Moral Education and the Curriculum 


Janet Strivens 


Introduction 


h social education it is difficult to write about 
moral education as a distinct area. Issues of value, obligation and 
choice permeate every area and topic discussed, so that it would be no 
exaggeration to say that every aspect of social education contains a 


moral dimension. Nevertheless, there is an extensive literature and 
range of curriculum materia 


| which take these value-issues as their 
pre-eminent concern. They offer a rich source of ideas to the school 
or teacher who wishes to tackle moral issues ‘head-on’, with time set 
aside for this purpose, but equally 


they provide useful guidance for 
refer a more indirect approach, dealing with the values 


any part of the curriculum or the day-to-day 


In a book dealing wit 


those who p 
dimension as it arises in 
life of the school. 


Whichever approach to moral education is taken, however, 


demands will be made on the teacher to think through his or her own 
understanding of the nature of morality. Writers on moral education 
display wide differences in orientation which reflect the lack of 
consensus over what constitutes the defining features of morality (a 
debate which promises to keep philosophers in work for many 
centuries to come). Initially the teacher may find these differences 
frustrating and irritating. One approach emphasizes rational discus- 
sion, another interpersonal sensitivity; in one the teacher is expected 
to ‘diagnose’ the moral maturity of the pupil’s thought, in another the 
skills required are similar to those of a counsellor. This chapter takes 
the view that the teacher prepared to put thought and effort into 
developing the moral education of pupils will ultimately find that 
these differences help to clarify a personal understanding of morality 
and an approach best suited to the particular pupils being taught, the 
school context and the teacher’s own personality. 


139 


Janet Strivens 


With this in mind, the following section discusses conceptions of 
morality and the different components which make up the moral 
person. This is followed by an overview of curriculum materials and 
approaches to moral education. Finally some general implications for 
the teacher's role and classroom organization are drawn out. 


The Nature of Morality 


Arguments over the nature of morality, like so many philosophical 
arguments, arise from different conceptions of human nature. One is 
fundamentally optimistic, believing in an inherent, universal human 
impulse towards good and the predisposition to be loving and 
sympathetic. At the other end of the spectrum is the pessimism of the 
doctrine of original sin. In everyday life many of us swing between 
these views according to our most recent experiences and the stories 
in the daily news. Nevertheless, we would probably accept the 
importance of all the following features or components of morality, 


the development of which might constitute a process of moral 
education. 


Judgment and Reasoning 


ability to reflect upon the 
ut the values and principles 
dgment about the morally 
defended in debate against a 
à strong appeal to many 
bility, the ability to abstract, 
ghly prized in all its forms 


ole. As we mature intellectually, we 
i both greater in number 
r implications and con- 
ur judgments become more univer- 
the moral Principles we hold is for 


salisable. The universalisability of 


some approaches a crucial criterion in assessing moral maturity. 
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Sensitivity and Empathy 


From a different philosophical tradition comes an emphasis on the 
feelings associated with morality, what some have called moral 
dispositions, of which the most important is altruism, the feeling of 
care and concern for others. An altruistic disposition provides the 
motivation for much moral behaviour, thus its development would 
appear to be a major concern for the moral educator. However, a 
prerequisite of altruistic action is the ability to recognize other 
people's feelings and in some cases, to enter imaginatively into their 
experience. Although there is some evidence (Hoffman, 1976) that 
recognition of another person's emotional state occurs spontaneously 
at an early age, there is strong support for the view that the quality of 
our sensitivity can be improved through training ourselves to be more 
observant and receptive. This again provides a clear task for the 
educator, though one which many teachers may feel uncertain about 
handling. It is likely to make emotional demands on both teacher and 


pupils. 


The Content of Moral Knowledge 


most problematic feature of morality. 
when people are asked to say what 
ll begin by listing right or wrong 


Content is in many ways the 
This is despite the fact that, wh 
morality is, the great majority W1 
behaviour. Thus for most people morality consists of a very specific 
content of moral rules. These may be a combination of what 
philosophers would call ‘formal’ principles — general prescriptions 
like the value of truth, respect for life and acting fairly — and 
‘substantive’ principles — the interpretation of a general rule into a 
specific context where a moral decision. must be made. Clearly, 
without an awareness of and commitment to such principles, rational 
thought and interpersonal sensitivity will not necessarily lead to the 
making of a moral decision. Yet, in real life there is often a conflict 
between the claims of different moral principles, leading to uncertain- 
ty over their application in practice. For this reason, many moral 
educators are chary of the explicit teaching of principles and rules, 
prefering to lay emphasis upon the processes of feeling, reflection and 
decision-making. Underlying this preference is the confidence that 
certain principles will, emerge, to which the pupil will have a real 
commitment because they have acquired personal meaning. Any 
teacher tackling the problem of moral education needs to reflect on 
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this tension. between encouraging personal choice and presenting 
general principles, in the light of his or her own beliefs. 


Moral Action 


Finally we come to the most important aspect of morality, behaviour. 
To regard the way we behave as an ‘aspect’ of morality may well seem 
ludicrous to some: surely ‘good’ behaviour is the essence of morality 
and the proper aim of moral education? Yet the relationship between 
the other components (especially moral judgment) and the resulting 
actions has been a philosophical battleground since the problem of 
morality was first pondered. Some have taken it as axiomatic that 
human beings naturally act on what they know to be right and good; 
moral failure is the result of uncertainty, misinformation or lack of 
knowledge. Others believe that such a view flies in the face of our 
common-sense experience of ‘lack of willpower’ or moral weakness, 
and regard the failure to translate principled judgment into action as 
the central problem of moral behaviour. Straughan (1982, chapter 2) 
offers a clear and concise account of the Opposi 
arguments for the possibility of moral weakness. 

The philosophical debate is not purely academic, since it has 
important implications for the Way society conceives of morality. 
Consider how our understanding of morality is embodied within the 
judiciary system. People are held accountable for the consequences of 
their behaviour, but whether or not they acted with intent often 
influences the courts’ decisions. And undoubtedly the controversies 
which rage around the question of ‘diminished responsibility’ in 
particularly horrific crimes stem from the difficulty we have in 
comprehending how a ‘normal’ person could knowingly commit 
such acts. 

This discussion appears to offer two choices to the moral 
educator; either to assume that morally desirable behaviour will 
follow naturally from the development of sounder judgments and 
greater sensitivity; or to grapple with the problem of moral weakness 
and seek strategies to combat it. This second choice might well lead 
one to concentrate on training good behaviour, perhaps through an 
external structure of reward and punishment which gradually be- 
comes internalized'. Without going into the arguments at great 
length, it can be said that the advantage of this approach is that good 


habits are formed, that is, people learn to behave well without 
reflection or hesitation. The great danger 


ng philosophical 


is that in fostering con- 
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formity and obedience rather than autonomy, people come to accept 
great evils in the name of authority (Milgram, 1974). As a society we 
have learned to prize independence of judgment as well as socially 
acceptable behaviour, and achieving a balance between the two could 
be seen as moral education's most important task. 


Methods and Materials of Moral Education 
Schools Council Project in Moral Education 


We shall start with the major British curriculum development project 
in this area, the Schools Council Project in Moral Education 13-16 
undertaken by McPhail, Ungoed-Thomas and Chapman in the late 


60s?. The project gave rise to a programme of moral education called 
a handbook 


Lifeline which consists of sets of curriculum materials, 
on school organization and a book setting out the justification for the 
approach taken and guidance on methods (McPhail et al, 1972). 

In terms of the previous discussion of the nature of morality, 
Lifeline is quite clear in its attitude to both content and the priority of 
certain moral components over others in the developmental process. 
The major principle to be presented is care and consideration for 
others, and this remains the priority throughout the increasingly 
complex ideas and information the pupils must learn to handle. Since 
this principle is paramount, it is not surprising that the development 
of interpersonal sensitivity is the first aim and starting point of the 
programme. The first set of materials is called Jn Other People’s 
Shoes, and is in three parts, entitled ‘Sensitivity’, ‘Consequences’ and 
‘Points of View’. It is also very much in line with this emphasis on 
moral feeling and the ability to recognize emotion in others that 
role-play acquires great importance as a method of utilizing the 
materials. The materials themselves start with a number of brief 
descriptions of interpersonal situations, which pupils are invited to 
empathize with, While writing of various kinds, drawing and 
discussion are perfectly valid forms of response to these materials, the 
use of dramatic techniques is particularly encouraged. For a confident 
teacher, this may be the most fruitful way of encouraging awareness 
of one's own and others’ feelings. A 

The emphasis on concern for others and sensitivity may be the 
guiding principle and starting point of the Lifeline materials, but the 
scope of moral education is extended as one progresses through the 
materials to bring in a stronger dimension of thought and reasoning. 
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The second set of materials is called Proving the Rule? It is intended 
not only to broaden the context in which moral issues are considered, 
by setting the ‘stimulus’ problems in a social context rather than a 
purely interpersonal one, but also to invite consideration of the way a 
society handles conflicts of interests and imposes demands on its 
members. Again, stress is laid on methods of use which involve 
children emotionally in the search for solutions. The final set of 
materials, What would you have done? continues the developing 
complexity of the issues presented by describing a number of real 
incidents but from a context unfamiliar to the pupils (for example, 
South Africa in 1904, the arrest of Ann Frank in Holland in 1944 and 
South Vietnam in 1966). The principle of care and consideration is 
widened to an international context and the moral problems pre- 
sented are correspondingly more complex and difficult to engage 
with. 

As a programme of moral education, the work of McPhail and 
his associates has some definite strengths. The authors are quite clear 
about their priorities, and their objectives are well-supported by the 
written materials and detailed suggestions for use. Their work has 
however been subjected to some sharp criticism (Peters, 1973; Hersh, 
Miller and Fielding, 1980; Pring, 1984). There are two main com- 
plaints. One is that McPhail and his colleagues have an incoherent 
view of moral motivation. Although tending towards the optimistic 
view of human nature being naturally attracted to the good, they 
fudge the issue by recognizing a long list of other possible motiva- 
tions, including external, concrete rewards. The second objection 
in the project materials. As 
on the values already held by 
ial survey carried out by the 
ing a view of morality which 


middle-class bias in the sample 
the survey, possible conflicts bet 
cents and those of the project team could have been concealed. 


Nevertheless the critics themselves admit that these weaknesses do 
not destroy the usefulness of the materials. 


comes from a review of teaching materials for 
(Gulliford and Widlake, 1975) w 


materials may be particularly valua 


Some further support 
disadvantaged children 
hich suggests that the Lifeline 
ble for slow-learning children. 
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Values Clarification 


As a contrast, let us turn to an influential American approach to 
moral education. Values clarification is not so much a programme as a 
set of strategies around a general philosophy. The main source of the 
philosophy is Values and Teaching (Raths et al, 1966) and of the 
strategies, Values Clarification: A Handbook of Practical Strategies 
for Teachers (Simon et al, 1972y. This body of work is about a 
process, and methods of encouraging that process. The process is to 
arrive at a clearer awareness of the values one holds, so that a course 
of action is chosen in full consciousness of the alternatives and con- 
sequences, and the motivations involved in choosing. Thus there is 
again a major moral principle involved, although it is not stated so ex- 
plicitly as the principle underlying Lifeline: one should have free- 
dom to choose courses of action, but as a consequence, one must take 
responsibility for that choice. Other than this, no specifications 
are made as to content, or what action is moral and what not. For 
this reason some commentators take the view that values clarifica- 
tion should not be regarded as a model of moral education but merely 
as a relevant strategy.’ 

According to this approach, there are seven aspects of the 
valuing process: 
Choosing freely 
Choosing from alternatives 
Choosing after thoughtful consideration of the 


CHOOSING 


Uu N= 


consequences 


Prizing and cherishing the values chosen 
Affirming them publicly 


ne 


PRIZING 


6 Acting on the values held 
ACTING 7 Acting repeatedly and persistently 


While moral knowledge appears to play a small part in this 
approach, there is a very strong emphasis on the development of 
skills, Values clarification has an important cognitive component, in 
the pressure it puts on the individual to think out alternatives and 
consequences and to be able to defend the choices made on rational 
grounds. Much weight is also given to the feeling component, since 
becoming more aware of one's own feelings is a crucial part of 
clarification. There is no special emphasis on the development of 


itivi E ills i sed in this. There is, however, 
sensitivity to others and the skills involved 


165 


Janet Strivens 


a strong concern for action; repeated, public action in accordance 
with a stated belief is presented as a necessary criterion for saying that 
a person ‘holds a value’. 

How can the teacher make use of this work? We have noted that 
values clarification is about methods for encouraging a process of 
choice, and many of these methods require very specific skills from 
the teacher, most particularly when in dialogue with the individual 
pupil. First, he or she must be sensitive to an appropriate opportunity 
to clarify values, picking up on a comment or statement from a pupil 
with an underlying, unstated purpose, belief or feeling. According to 
Raths and his colleagues, the ‘clarifying response’ from the teacher 
Must set an emotional climate ‘conducive to thoughtfulness’ by ‘a 
respectful, accepting adult attitude .. . stimulating but not insistent’, 
brief and clearly but courteously brought to a conclusion. The 
teacher’s own values should not intrude and a particular answer 
should not be expected. 

The teacher’s role in this interchange has similarities to that of 
the non-directive counsellor, and developing the necessary skills 
takes practice. One advantage is that the approach can be used 
throughout the curriculum, capitalizing on opportunities which arise 
in ordinary conversation with pupils. Making it apparent to pupils 
that their thoughts and feelings are being respected can cause a 


dramatic change in the relationship between teacher and pupil, with 
consequences beyond the immediate si 
ment and motivation. 


The major criticisms of the values clarification approach arise out 
of the combination of its emphasis on free choice and its lack of 
prescriptiveness about moral conduct. A stinging article by Stewart 
(1975) also accuses it of being coercive and judgmental in practice (in 
contrast to its claims) because of the emphasis on public statement 
and action. There is undoubtedly some confusion in the writings of 
Raths, Simon and their colleagues as to the relativity of v 
they do clearly recognize certain virtues as desirable goals. 
optimism about human nature, similar to that of the ik 
allows them to believe that the content of morality can 
to develop its own course provided the v 


tuation for the pupil’s involve- 


alues, since 
But a basic 
ifeline team, 
be safely left 


aluing process is encouraged. 


Koblberg's Moral Development Approach 


Lawrence Kohlberg is an American psychologist who has devoted 
himself to the study of the development of moral judgment. He is 
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concerned to understand how judgments change as people mature 
intellectually, and to uncover universal trends in moral reasoning 
across different cultures. His methodology involves the presentation 
of a hypothetical dilemma concerning a man, Heinz, whose wife is 
dying from cancer. There is a drug that might save her, but the 
druggist who developed it is selling it at a greatly inflated price which 
he refuses to reduce. Heinz is unable to borrow the money, and, 
becoming desperate, wonders whether to steal the drug. It is the 
reasons which people offer in response to the question, ‘Should 
Heinz steal the drug?’ which interest Kohlberg. A clear explanation 
of his research work, the stages of moral growth and their implica- 
tions for educators can be found in Promoting Moral Growth (Hersh, 
Paolitto and Reimer, 1979). 

It is helpful to consider Kohlberg’s approach to moral education 
in conjunction with values clarification, to highlight important 
differences and similarities. Kohlberg’s work is primarily concerned 
with the development of moral judgment and the stages through 
which this development proceeds. It is the cognitive approach par 
excellence, emphasizing even more strongly than Simon and Raths’ 
work the importance of clear thinking and reasoning about moral 
issues. The important difference lies in the structure of reasons used 
in making moral judgments. Kohlberg’s claim is that as a person 
matures intellectually, the values or principles he or she appeals to in 
making moral judgments become increasingly consistent, objective 
and universally applicable. He is centrally concerned therefore with 
the quality of reasoning employed. 

Like values clarification, Kohlberg appears to be little concerned 
with the content of the moral reasoning process, in terms of the 
course of action decided upon. However, the stress on structure gives 
only a partial picture of Kohlberg’s work, since he does in fact hold 
very definite views on content. His claim is that the research carried 
out by himself and many colleagues into the development of moral 
judgment in many different cultures shows a universal tendency 
towards recognizing justice as the overriding moral principle? In 
younger, less morally mature individuals, the reasons offered for 
decisions may be instrumental, egocentric, conformist, legalistic or an 
inconsistent mixture of these and more. But the importance of ‘fair 
treatment’ eventually becomes paramount unless the developmental 

rocess is somehow halted. In fact, few individuals appear to reach 
the higher stages of principled judgment in Kohlberg’s model. Most 


are arrested at the level of conventional morality, a finding of 
considerable significance for educators. 
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Development through the stages is thought to be stimulated by 
open discussion, which highlights inconsistencies in the individual's 
thinking as alternative viewpoints are presented. In terms of the 
teacher's role, this creates one important difference between Kohl- 
berg and values clarification. Teachers wishing to adopt Kohlberg's 
approach are trained to probe pupils’ reasoning by asking them why 
they put certain views forward, and being prepared to offer a 
counter-argument embodying a more general application of the 
principle of justice — but only at one stage more general than the 
pupils’ own reasoning, lest they completely fail to comprehend. This 


€ arouse defensiveness; it is 
€y sincere interest. 
ng. Kohlberg's approach is 


à i containing hypothetical dilemmas to 
stimulate moral conflict.® In theory, the teacher who becomes skilled 


at moral discussion using these dilemmas should be able to utilize 
‘naturally-occurring’ dilemmas within a subject-area or in general 
conversation. Values clarification also makes use of material from 
subjects throughout the curriculum but there is an emphasis, as with 
the Lifeline materials, on the real-life situations which boys and girls 


- This provides more of 


Outcomes as a result of the clarifying process, 


Wilson’s Moral Components 
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1 To make our pupils understand that moral thinking, like 
scientific and other kinds of thinking, is a serious subject 
of study in its own right, and can result in right or wrong 
answers to moral questions; that there is a rational 
methodology; and thereby to provide them with the right 
reasons for moral action and feeling. 

To give them (as it were) a psychological resource when 

confronted with moral situations in everyday life ... 

3 To induce by constant practice the actual habit of using 
this methodology ... 

4 To wean them away from false methodologies (reliance on 
peer-group, on authority or ‘anti-authorities’, on false 
ego-ideals and so on). 

5 By clarifying the logic of the moral components ... to 
give them insight into which particular components are 
lacking, both in themselves and other people, in particular 
cases. 

6 Hence, by making them aware of these deficiencies, to 
give them at least the chance of developing the compo- 
nents for themselves ... 


N 


In terms of practical suggestions for the classroom teacher, 
Wilson’s remarks are mainly concerned with developing competence 
in thinking clearly (but without the understanding of the develop- 
mental dimension in cognitive skills which Kohlberg’s work demon- 
strates). However, it is not insignificant that in the book intended to 
contain the most practical advice to teachers, he spends far more time 
in discussing the social environment of the school as a source of 
values education, than in recommending teaching strategies. The 
value of his work lies more in the attempt at a comprehensive 
description of the moral person than in the development of educa- 
tional practice, though his work has moved increasingly in this 
direction. 


Moral Education and Classroom Practice 


Despite their differences of emphasis most approaches to moral 
education will make reference to the classroom ‘conditions’ which 
further the aims of moral education. Sometimes certain conditions are 

resented as a sine qua non; without a climate of trust and acceptance 
and a belief in fairness, no real engagement with moral issues can take 
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place. Classroom practice involves the teacher's role, the organization 
of the classroom and selection of methods, and these will be treated 
separately. 


The Teacher's Role 


A recurrent observation from the many teachers who have written 
about their own attempts to implement moral education is the 
challenge presented to their own values and beliefs in the course of 
moral discussions. With an approach to moral education which 
stresses. conflict of principles and rational decision-making, the 
teacher is not immune to the process of challenging currently-held 
value positions. A teacher unprepared for the challenge may be 
disturbed to find that his or her views and opinions have not been 
thoroughly thought out and are difficult to support in the face of 
opposing argument. The temptation is to assert the authority of the 
teacher over the pupils’ opinions and close the discussion, but such 
action is certain to undermine the very principles of fair-mindedness 
and reason which the teacher is intending to establish, and is likely to 
discourage if not stifle future debate. Teachers who feel insecure in 
their classroom role either through youth, inexperience or a personal 
ambivalence about the nature of authority, may find such open 
debate too threatening, and their own needs for personal and moral 
growth interfere with the process of moral education for th 

Given that the teacher has the emotional security to face value 
conflicts openly and honestly, she needs certain interactional skills, 
common to all teaching but particularly important in the handling of 
moral education. She must be a sensitive interpreter of the emotional 
climate of the classroom, aware of the signals from individual pupils 
which might indicate excitement, distress, sudden insight, internal 
conflict or defensive obstinacy. On a verbal level she needs to be able 
to analyze and assess pupils’ comments rapidly, and to formulate 
responses at a level of intellectual and emotional challenge that the 
pupil can handle. The intellectual or cognitive analysis of moral 
content is especially important in those approaches which stress 
cognitive conflict as a prerequisite to the development of higher- 
order moral judgment. However, even the process of ‘clarifying’ 
value statements in a value-neutral manner requires interpretive skills 
of a high order, both to assist the individual pupil offering a 
contribution and to involve the whole class in sharing view-points. 

Finally (though perhaps it goes without saying) the teachers’ 


eir pupils. 
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own commitment to moral principles must underlie her practice. In 
particular her handling of the class should demonstrate respect for 
persons and the democratic process. This consideration leads us to 
the organization of classrooms for moral education. 


Classroom Organization 


The term ‘democratic’ is much bandied about in discussions on moral 
education. In the context of classroom practice, it is taken to mean, 
above all, a fair hearing for the different points of view of all 
participants in the situation, with protection for minority views. In 
this restricted sense, it implies that the classroom is organized (both 
physically and in terms of group dynamics) to allow the expression of 
individual views. The teacher has the task, not only of monitoring the 
effects of her own position of authority, but also of remaining aware 
of the balance of power within the class. It may be argued that the 
purposes of democracy are served by providing the opportunity for 
each individual’s view to be presented. However, a classroom is by 
definition a place to learn, and part of that learning is the ability to 
avail oneself of such an opportunity. The teacher has an important 
part to play in the pupils’ learning of democratic procedures, since 
she is in a position to encourage the reticent, check a domineering 
voice and provide a model of ‘active listening’. 

A broader understanding of democracy will take pupils beyond 
the ability to give a fair hearing for different viewpoints, difficult 
though this is. It will lead them towards negotiation, compromise and 
attempts at reconciliation, in the search for creative resolutions to 
problems. To take this broader understanding as an objective has 
repercussions outside of the classroom. It suggests action springing 
from moral decision-making and the chance for pupils to shoulder 
responsibilities resulting from their decisions. As an approach to 
moral education it implies the involvement of the whole school in 
providing pupils with the chance to participate in decisions and 
experience the consequences for the whole community. A few 
schools provide an explicit institutional procedure to develop their 
pupils’ capacities in this direction, though sometimes the aims are 
couched in terms of the development of political skills rather than 
moral education. If a distinction can be made between the different 
orientations it is in the terminology offered to pupils to handle the 
issues raised." 
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In the review of curriculum materials, some comments on the 
different approaches have already been made with the intention of 
aiding the teacher to assess their suitability for her own particular 
situation. However, for the teacher who prefers to develop her own 


material, some more general observations are offered here. It is 
convenient to categorize material into four types: 


(i) hypothetical dilemmas; 
(ii) fictional dilemmas presented through novels, short stories, 
plays or films; 
(iii) real-life dilemmas occurring in history, or currently in the 
news; 
(iv) personal dilemmas. 


Hypothetical dilemmas usually present a situation of moral conflict 
involving contradictory principles. The context of the dilemma is 
given in the minimum detail, supposedly in order to promote 
discussion of principles unclouded by ‘non-moral’ considerations. 
After the principles have been thoroughly aired, the teacher may then 
lead or encourage the discussion in the direction of their application 
to other situations, or these may arise naturally if the pupils become 
engaged in the dilemma and begin to think and feel their way through 
it. 

On the other hand, pupils may be resistant to involvement in 
such an abstract exercise where their imagination and sense of re 
is artificially constrained. Younger and less-able pupils may be 
puzzled and frustrated by a distinction between what one would do 
and what one should do in the situation. The task being set requires 
the capacity for what Donaldson (1978) calls ‘disembedded thought; 
the ability to sustain attention on an isolated aspect of a problem, 
unsupported by a meaningful context. Schools place a hi 
this capacity and the alienated pupil is likely to reject a 
requires it. Moral education curricula on the whole r 
problem in this demand for abstraction, and some explici 
working from ‘would’ towards ‘should’, 

Fictional dilemmas have the advantage of a meaningful context, 
with the possibility that pupils have already been drawn into the 
drama of the situation and are emotionally engaged with the charac- 
ters. Unless the teacher artificially interrupts the flow of the narrative, 
most stories provide their own conclusion, with the consequences of 
the decision made clear. It is sadly the case that the quality of fictional 


ality 
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writing often suffers when the author's intention is most didactically 
moral, therefore care is needed in the selection of examples. The 
teacher needs to be aware of the level of language skills required, of 
the power of fiction to persuade and thereby to inhibit the considera- 
tion of alternative possibilities. On the other hand the complexities of 
fictional treatment can help children to consider a problem through 
multiple perspectives by engaging with different characters. 

History lessons provide a rich variety of real-life dilemmas, 
offering much scope to the teacher wishing to draw out moral issues 
for discussion. In particular, abundant opportunities arise for an 
exploration of the interpenetration of moral considerations with 
political and economic arguments, leading pupils to a better apprecia- 
tion of the slippery nature of political argument. Clearly the teacher's 
judgment must decide on the amount of information required by the 
pupils in order to engage with the problem, and whether to personal- 
ize the situation through simulation and role-play. 

The distance created by history can also be useful as a way into 
current issues which need sensitive handling. Racism, trade unionism 
and the role of women all lend themselves to introduction in a 


historical context, whether the purpose be to avoid the rapid adop- 


tion of entrenched positions or to arouse initial interest in the 


apparently apathetic. 

Personal dilemmas are likely to arise in a rather different context, 
perhaps in lessons on health or child care or more informally outside 
class time. Warnings about the importance of sensitive handling of 
such personal material abound in the literature, as do arguments for 
the centrality of personal values and decisions in the moral education 
process. Teachers may find useful the study of adolescent values in 
Disclosures to a Stranger (Kitwood, 1980). This study draws on long 
interviews with young people in the setting of a youth club, talking 
freely about personal experiences which for them embodied values 
conflicts. The material is introduced by a sensitive discussion of the 
ethics of drawing such confidences out of young people, for whatever 


purposes, by adults in a position of authority. f 
f morality continues to exercise a fascination over 


The problem of à à 
people with a curiosity about human behaviour, the different forms 
of human society and the limits to its perfectability. This chapter has 
tried to present moral education as a rich and varied field to explore, 
in the hope that this will prove a rewarding experience for the teacher 
as well as adding an important dimension to the education of the 


pupils. 
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Notes 


1 Some readers will recognize this as a behavioural approach to the 
problem of morality. See especially Skinner (1971), BaNpURA and 
WALTERS (1965), ARONFREED (1968). 

2 The project also produces a curriculum package for younger pupils, 
called Startline (McPhail, Middleton and Ingram, 1978). 

3 The Schools Cultural Studies Project, based at the New University of 
Ulster, Coleraine, Northern Ireland, has made use of values clarification 
in developing a programme of cultural studies for secondary schools in 
Northern Ireland. For more information write to the project team at the 
New University of Ulster, or see MCKERNAN (1983a and 1983b). 

4 Exponents of the Kohlbergian approach tend to view values clarification 
as insufficiently clear about the specifically moral as opposed to other 
sorts of value issues. Cosy (1975) comments: 


Simon is interested in clarifying a broad range of values of which 
moral values are only a small part. Self-knowledge and self- 
esteem are essential goals in his program . . . the failure of values 
clarification to treat moral and non-moral questions as fun- 
damentally different obscures such philosophical issues as ethic- 
al relativity (the view that validity of a moral judgment is relative 
to the values or needs of the individual or culture) and adequacy 
of justification. 


PRING (1984), commenting in a similar vein, concludes that ‘to identify 
values clarification, therefore, with moral education would be wrong’ 
despite the important part that personal growth and the achievement of 
autonomy play in moral development. 

5 As Kohlberg acknowledges, this view of morality draws heavily on the 
work of the philosopheer Jonn Rawis (See Rawis 1971). ` 

6 See for example Corsy et al (1973) and Fenton et al (1974). These a 
obtainable through the Centre for Moral Education, Roy, E. Larsen 
Hall, Harvard University, Appian Way, Cambridge, Mass. 02138, 
U.S.A. 

7 See for example LADENBURG (1977) on moral reasoning and the teaching 
of history, LADENBURG and LADENBURG (1977) on the social sciences: 
also Hersu, PaoLrrro and Reimer (1979) chs 5 and 6. 

8 Fora disucssion of school organization as an explicit means towards the 
inculcation of values and development of political skills, see SrRIVENS 
(1986). 
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The Context 


Family life education in schools in Britain has evolved over the last 
twenty-five years in response to demands from a variety of govern- 
ment and other committees that schools should prepare young 
people for parenthood and family life.' The curriculum areas which 
contain elements of family life education will be reviewed in detail 
later in the chapter but the major curriculum area associated with 
family life education is personal, social and moral education 
(PSME). There is some interest in noting when and for what appa- 
rent reasons the term ‘family life/parenthood education’ began to be 
used explicitly in the context of the curriculum. PSME established 
itself in the curriculum in Britain in the 1960s but the focus of 
family life/parenthood education has appeared more recently. We 
suggest that this change of emphasis results from a growing interest 
and concern for the family which has developed in Britain since the 
mid-1970s and which has resulted in organizations and institutions, 
other than the formal education system, recognizing the need for 
education for family life. Clearly, the rationale for family life/ 
parenthood education will vary with the ideology of the family held 
by individuals and organizations. Our discussion later in the chapter 
of the aims of family life education in schools highlights the varying 
viewpoints of teachers and gives some indication of the views within 
society as a whole. 

Two documents issued by the Department of Health and Social 
Security in 1974 mark the beginning of the parenthood education 
movement.2 Smith, in an interesting paper on preparation for 
parenthood policy, highlights the opposing views expressed in these 
two papers, views which continue to be represented in recent debate 
on the subject. She sees the first paper as supporting Sir Keith 
Joseph’s ‘cycle of deprivation’ theory, a ‘personal pathology’ 
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explanation for family difficulties and ‘bad’ parenting, whilst the 
second paper challenged this theory and pointed to ‘the structure of 
the social system as responsible for any cycle of deprivation that 
might exist.” 

The debate grew in momentum with a joint initiative by the 
DHSS and DES who set up a seminar in 1979 to discuss preparation 
for parenthood. This culminated in the National Children’s Bureau 
project to establish a national clearing house for the dissemination 
and interchange of ideas and information on schemes and services in 
the field of preparation for parenthood and support for parents with 
young children. 

At about the same time the National Children’s Bureau was 
setting up its project, a number of other Organizations with concern 
for the family were developing initiatives in parenthood education 
and support for parents. For example, the National Marriage Gui- 
dance Council appointed an Education Projects Officer in 1978 to 
coordinate and develop its marriage and family life education pro- 
grammes; the Study Commission on the Family published its first 
research papers on various aspects of the family in 1980; the Nation- 
al Children’s Home started its Family Network service in 1979; and 
Family Forum, an umbrella Organization for Organizations con- 
cerned with the family, was set up in 1980. Later other organiza- 
tions developed ‘family education’ initiatives such as the Family 
Education Unit of the Community Education Development Centre 
which was set up in Coventry in 1983. 

One of the things that this concerted focus on ‘the family? has 
done is to expose the institution (and the society of which it is part) 
to a scrutiny which has emphasized change and vulnerability rather 
than stability and strength as its major features. This contrasts 
sharply with the sociological studies of the 1960s which on the 
whole assured society that, in spite of changes, the family was alive 
and well and living in Bethnal Green with ‘hot-lines’ to the more 
affluent suburbs! 

Clearly, major changes in society ov 


j er the last twenty or so 
years have affected the family in Britain. 


These changes include: 


1 Sexual changes: advances in birth control techniques; 
population explosion issues; availability of abortion: ex- 
pectations of sexual fulfilment, particularly in 

2 Technological changes: increased use of technic 
home; technological changes in industry which are eliminat- 
ing traditional male skills; coming into being of the ‘compu- 


women. 
al aids in the 
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ter age’ which has further shifted the control of knowledge 

from the old to the young. 

3 Economic changes 
(a) up to late 1970s — social mobility weakening extended 

family ties; increasing demands for emotional satisfac- 
tion within nuclear family. 

(b) late 1970s and early 1980s — widespread unemploy- 
ment affecting traditional male role as bread-winner, 
forcing young people back into dependency on the 
family; and reducing opportunities for women in em- 
ployment, putting strains on family relationships. 

4 Changes in position of women: more highly educated; more 
likely to work outside the home (which also means increase 
in number and variety of men-women contacts); increased 
variety of career opportunities which may be alternatives to 
marriage; development of women's movement challenging 
traditional sex roles and dependency on men, and seeking 
equal pay and job opportunities. 

5 Moral and religious changes: reduction of influence of 
church due to secularization of society; decrease in respect 
for ‘authority’ figures in society, police, teachers, doctors, 
parents; breakdown in community life (and therefore com- 
munity influences) due to social and geographical mobility 
and increased urbanization in 1960s and 1970s, and linked 
with unemployment in 1980s. 

6 General changes: increase in living standards and prosperity 
for many, giving more freedom of choice and wider range of 

choices; widening of gap, mainly because of unemployment, 

between ‘haves’ and ‘have nots’; increase in media influence. 


Facts on the Family in Britain 


The facts and figures on the family indisputably indicate changes in 
the institution resulting from societal changes. Lesley Rimmer of the 
Study Commission on the Family in the booklet Families in Focus 
(1981), presents and analyzes the statistics. She comments: Increas- 
ing divorce and remarriage, the rising number of one parent families, 
o and the different patterns among ethnic 


more dual-worker families, f patterns 
changing the meaning of family” for a substan- 


d children’.* The following is a summary 
pdated in the 1984 Social Trends. 


minority groups are 
tial minority of parents an 
of the relevant statistics as u 
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There was almost double the number of divorces in 1982 compared 
to 1971 and this increase has included a growing proportion of 
second and subsequent marriages ending in divorce. Eighteen per 
cent of all divorces in 1982 involved at least one partner who had 
been divorced before compared with 9 per cent in 1971. Age at 
marriage is strongly associated with divorce: ‘If 1980—1981 divorce 
rates were to persist unchanged, it is estimated that almost three in 
five teenage bachelor grooms and one in two teenage spinster brides 
would eventually divorce.’ One hundred and sixty nine thousand 
children under 16 had parents who divorced in 1981, two-thirds of 
this number were below the age of 11. 


Remarriage and Reconstituted Families 


Remarriage increased substantially for both men and women be- 
tween 1961 and 1981, with the remarriage rate being between three 
and four times higher for men than for women. Divorce and remar- 


riage means a rapidly increasing number of reconstituted families so 
that more and more children will have 


ore more than two parent figures 
and many step-siblings. 


Single Parent Families 


Rimmer notes that there were 570,000 one-parent families in 1971. 
The Family Policy Studies Centre estimated that in 1982 there were 
one million one-parent families in Great Britain. with one-and-a- 
half-million children under the age of 16. Approximately 13 per cent 
of all families with children are one-parent families. This does not, of 
course, take into account the large number of children who at some 
time during their lives will be part of a one-parent family. West 


Indian families are slightly more likely to be headed by one parent, 
Asian families slightly less. 


Working Motbers 


Unemployment has clearly affected the number of mothers in em- 


ployment particularly in full-time employment, nevertheless ‘the 
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pattern of women's employment is likely to be full-time work with 
a short break for child rearing'.ó Working mothers mainly seek 
part-time work, in 1980 one in six of the working population was a 
woman engaged in part-time work. The Study Commission on the 
Family has frequently claimed that without women's wages three or 
four times as many families would be in poverty. 


What is a Family? 


The outline of changes in society indicates that controversy and 
change rather than certainty is likely to be a feature of family life 
and personal relationships education and nowhere is that more 
evident than in discussions about what is a family. Clearly, the 
stereotype of family life that has been with us for so long, now 


requires some adjustment. 
As Segal put it: 'that image of husband out at work and the 


wife at home with her young baby embodies the idea of family life 
— like an eternal freeze frame from the video of life"? In fact, from 
the evidence discussed in the publications of the Study Commission 
on the Family it emerges that only one in five of all households at 
any one time includes a working father, with a non-working 


mother, married to each other and with two dependent children of 


that marriage. 
So if the ‘ideal family is no longer typical’ and ‘functions only 


as a myth what other groupings can be called families? 
Joan Cooper, Director of the DHSS Social Work Service, at a 
seminar in Oxford in 1973 offered the following as part of her 


definition of the family. 


A family: 

— offers the experienc 
sistently dependable relationships. 

— secures the physical and material pri 
health, and security of its members either through its own 


resources or through the competent use of specialized 


help and services. 
— acknowledges its task of so 
their personal developmen 
behaviour interests and in 
values. 
— cooperates with sc 


e of warm, loving, intimate and con- 


ovision and care, 


cializing children, encouraging 
t and abilities, guiding their 
forming their attitudes and 


hools and the wider community in 
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providing educational and learning experiences. 2E 

— offers support to the children as they are achieving inde- 
pendence and during the establishment of their own mar- 
ried and family life.? 


There are several points to make about this definition. First we 
need to remind ourselves that this once more presents the ‘ideal’ of 
family life. Many teachers will know from the experience of some of 
their pupils and, maybe from their own experience, that family life 
provides for them few or none of the satisfactions outlined in the 
definition. Second, it implies that families always include or will 
have included at some time, two generations. Many writers on the 
family concur with this notion, Lynne Segal, for example, defending 
a variety of family forms, from a feminist-socialist perspective, 
nevertheless talks of families in terms of two generations. Writing 
from a Christian perspective, Gladwin in a thoughtful and sensitive 
booklet, Happy Families,'° also presents a ‘more than one genera- 
tion’ definition of family life: ‘The parent-child relationship is very 
much at the heart of the family life .... There is something unique 
in the relationship of parents and children which gives the family its 
place in God's creation as a basic provision for our human develop- 
ment.’ 

Both these writers, however, refer to the difficulties of describ- 
ing family in terms of its constituent members, for Gladwin says: 
‘we may well exclude many households who, without doubt, fulfil 
all the central purposes of family life. That is why it is dangerous to 
define family in terms of the traditional nuclear family of father, 
mother and two or three of their own children. Other types of 
families may be doing a marvellous ) 
stability for its members.'!! 

Segal puts it more strongly: "There 
lies" which certainly do need defending — single parents and their 
children, gay couples and lesbian mothers — but they are under 
attack. because they do not conform to the family ideal.’!2 

If teaching in the area of family life education is to take into 
account the social changes outlined and the controversy that sur- 
rounds the issue of ‘family’, then it inevitably will be aimed at 
enabling young people to make choices and decisions about their 


future lifestyles." The following section considers the aims of fami- 
ly life education. 


work in providing love and 


are certain types of “fami- 
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Aims and Purposes 


Courses on family life education generally define their aims within 
one or more of the following ideological goals: 


(i) breaking the cycle of deprivation and preventing bad 
parenting; 
Gi) raising the level of knowledge about child development; 
(iii) improving the quality of individual and family life 
through health education; 
(iv) educating for personal and social development.'* 


Family life education is thus often seen as very much broader 
roduction of a course on child care, and teachers 


than simply the int 
and to 


need to be encouraged to think through their own aims, 


consider whether or not they are actually achieveable. 
The first aim has a strong ideological base which we would 


question; the cycle of deprivation is a simplistic and judgmental 
concept and the aim is in any case distant from young people's 
immediate lives and concerns. The second aim is usually seen by 
teachers as related to the first. We would question whether or not 
knowledge about child development does anything to prepare 
young people for parenthood. However, as an option, the subject 
itself may be of interest, and the opportunity to study it in such a 
way as to challenge notions of ‘right’ behaviour. and to critically 
examine advice offered by child care experts will encourage the 
notion of choice. A fascinating amount of historical changes in child 
care advice which could form a basis for such critical examination 
can be found in the work of Hardyment.'^ The third aim is fre- 
quently linked with a view of individuals which regards them as 
deficient — lacking knowledge and skills required for healthy living. 
Again, we would question this assumption — the evidence suggests 
that social and economic factors determine an individual s health, 
rather than ignorance, for example, see Graham, 1984.'” In contrast, 
the fourth aim assumes that people are capable and knowledgeable, 
and seeks to build on this to increase tolerance, hp ri and 
perceptions of present and future possibiliues. In this article we 


demonstrate our commitment to this last aim. à 
It is vital that courses should be based on the concerns of 


young people. The Open University Family Lifestyles and Child- 
liond packs provide practical examples of ways of negotiating the 
curriculum of family life education with young people. A number of 


studies have shown that young people would like to spend more 
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time in school discussing relationships and family problems.!? It is 
often assumed that youngsters have hazy and unrealistic perceptions 
of parenthood, but recent research of how girls see future mother- 
hood suggests that their knowledge directly contradicts this 
stereotype.'? Current research by the same authors has investigated 
the relationship between teaching styles and knowledge gained in 
parenthood classes.?? The researchers argue that structured group- 
work approaches, if carefully utilized by teachers, are likely to make 
more productive use of pupils’ existing knowledge than more tradi- 
tional didactic teaching.! 

Therefore those who enter the educative process in relation to 
family life are not empty vessels to be filled with prescriptive in- 
formation on the subject but are bringing with them a wealth of 
experience and understanding to share with others. This is true of 
adults and young people. Ideally, in family life education, they will 
be: sharing with others their personal experience of family life; 
having this supplemented by knowledge and information about ‘the 
family’ in our own and other societies; discussing openly and in an 
‘accepting’ environment the issues of family life and relationships; 
and being given opportunities to practise and develop their skills in 
relationships. All this is aimed at helping them develop confidence 
and a level of personal autonomy that will enable them to make 
choices and decisions about their own lives in the present and the 
future. 

However, although the idea of encouraging young people to 
make choices and decisions about their own lives and relationships 
is accepted in principle by many professionals involved in family life 
education, in practice there is little evidence of any major challenge 
to or even examination of some of the basic assumptions about 
family life in our society. For example, even if recognition is paid to 
the many different family forms and structures which had developed 
in recent years, there is still an assumption that the traditional 
nuclear family is the ideal family form. The point beir g made here is 
not whether or not the traditional nuclear family is the ideal but 
rather that there is little attempt to examine in some depth, the 
reasons why a particular form should be seen to be better than 
another. In parallel with assumptions about the family are assump- 
tions about marriage and having children. Since traditional marriage 
is assumed to be the only form of marriage which secures the 
continuation of and provides the best support for the family, little 
attempt is made to address with young people the question of 
whether to marry at all. The question of whether to have children 
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pie ener M ue ae 
: as the satisfaction of havi 

children should be conveyed to young people. How f having 
to be connected with the prevention of ‘bad’ jin eius id pis 
rather than with making a careful enia. fact mala 
of having children, in order to help youn a ‘i PRAE 
make conscious choices about whether S jd Pes the need to 

To make valid choices and decisions in ein pd til no 
young people need to have access to information of ul amily life, 
and a balanced presentation of differing views a factual kind 
family life which will in some cases reinforce and P4 a and 
with their own experiences of family life. These ein A ers conflict 
are the most valuable component of family life e OnE CR PEMENCES 
can be drawn out and utilized sensitively and lilfully by ek and 
teacher. 7 skilfully by the caring 
Each individual's knowledge about the family is highly subj 

tive and value-laden. However, where attitudes and wo E 
shared in the classroom, not only can knowledge about files be 
increased; tolerance and understanding are also enhanced. This is 
particularly important in view of the multicultural nature of British 
society. It is vital that pupils in all schools in Britain be given the 
opportunity to consider the various cultural expectations of family 
life, marriage and children. It is also vital that this should be done in 
such a way as to acknowledge all perceptions as valid — the pupils 
should be free to make up their own minds on their own values 
once they have reviewed the possibilities. In this way the goals of 
Family Life Education are identical to those of multicultural educa- 
tion. Both are concerned with raising awareness of attitudes and 
stereotypes, with acknowledging choices and decisions, and thereby 


enhancing self-esteem. 


Where is Family Life Education Taught? 


ducation have been completed 
ded by the DES and based at 
paration for parenthood. The 
and conducted in-depth case- 


A number of reviews of family life e 
recently. A major research project fun 
the University of Aston looked at pre 
researchers looked at LEA provision, 
studies of five schools in five authorities”. In addition the National 
Children’s Bureau conducted a questionnaire jointly with Aston and 
sent it to all Directors of Education. The findings of both these 
studies are reported in detail in chapter 3 of Pugh and De'Ath.^* 
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The Aston project found that there was virtually no part of the 
secondary school curriculum where parenthood education was not 
taught. Some subjects have parent or family life education as their 
main aim — courses in child care, child development, parentcraft 
education, preparation for family life, child and family studies. But 
many more have a broader aim of which family life education isa 
part — courses in health education, personal and social education, 
education for personal relationships, moral education, religious 
education, biology, English, group and tutorial work and so on. 


Child Care and Development Courses 


Traditionally the majority of family life education takes place in 
child care and development courses. Courses in parentcraft were 
pioneered by the National Association for Maternal and Child Wel- 
fare fifty years ago, but it was not until the 1960s that interest 
increased and today more than 10,000 pupils a year are taking their 
examinations. The syllabus for these courses has just been revised 
and ‘Family Concern’, a course in Human Development and Family 
Life, is available at basic and general levels. 

The first CSE examination in child care was introduced in 1971, 
and since then the subject has grown rapidly with 34,000 students 
entering in 1982. In 1980 the first ‘©’ level in child development was 


introduced, and 1983 saw an ‘O/A’ level in psych 
development.” 


ology: child 


These courses provide for many girls a motivation, interest and 
self-confidence which other subjects often fail to do. They also offer 
young adolescents practical experience with young children and 
perhaps their first opportunities for taking on adult responsibilities, 


in their placements in playgroups, nurseries and with child- 
minders. 


Some courses are also attracting boys. A survey by the British 
Federation of University Women of the extent of preparation for 
parenthood available in secondary schools, found that 68 per cent of 
the 151 schools in their sample offered courses and that these were 
taken by 39 per cent of all girls and 9.6 per cent of all boys. 


c : í Just under 
half of these pupils were not examined.” The involvement of boys 
in child-development courses seems more likely when the subject is 


offered as a non-examinable part of the core curriculum rather than 
as an option, and when male teachers, as well as female, teach it. 
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However, all too often even these courses address issues primarily 
of concern to women, and neglect a male perspective on for example 
birth, or fatherhood.?” 

The vast majority of pupils taking child care and development 
courses are girls. Such courses are often seen as vocational, for less 
able girls, who may want to look after children, and who may well 
be mothers in the fairly near future. In many schools the way in 
which options are presented to the pupils ensures that few boys are 
encouraged to take the course; this can confirm the traditional view 
of women within the family, as housewives and mothers, with prime 
responsibility for childrearing.”* 

The content of some courses can also be criticized; many have 
now moved away from bathing babies and making layettes and 
fluffy animals, towards a fuller consideration of emotional and 
psychological needs of young children, but there is some evidence 
from young parents that the courses they did in school were largely 
irrelevant to their needs as parents. A study of the content of CSE 
child-care syllabi, and a comparison of these syllabi with the anx- 
ieties and needs of 150 parents showed that attitudes and feelings 
caused far more problems than did bottles and nappies.” 

Examination-based courses may help to achieve status as an 
academic discipline for the relatively new subject of child develop- 
ment. However they also tend to limit the syllabus, resulting in an 
emphasis on teaching topics which are examinable. Unfortunately 
the most valuable aspects of family life education are inherently 
unexaminable: developing self confidence, awareness of choices, 
awareness of one's own and others’ attitudes .... Teachers fre- 
quently blame the examination syllabi for restricting their teaching 
style, and for reinforcing traditional attitudes to child care. Few 
syllabi encourage young people to critically examine child care 
advice. 


Personal, Social and Moral Education 


There has been an increasing emphasis on encouraging schools to 
develop their own policy of personal, social and moral education in 
a number of LEAs — for example Devon, Nottingham and Birm- 
ingham. PSME is seen as embracing not just subject areas such as 
English, religious education, careers, health education and home 
economies but also as concerned with the ethos of the whole school 
— its’ system of pastoral care and of discipline, its’ use of tutorial 
time, its’ relationship with the local communities .. . 
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Personal and social education includes the teaching and in- 
formal activities which are planned to enhance the develop- 
ment of knowledge, understanding, attitudes and behaviour 
concerned with oneself and others; social institutions, struc- 
tures and organizations; and social and moral issues.?? 


The emphasis in personal, social and moral education is on 
enabling pupils to acknowledge and fully understand their own 
value position in relation to the values of society, and of other 
pupils’ in the class. This is central to the aims of family life educa- 
tion as we have identified them. Family life education is not a 
primary aim of PSME, but a secondary one. This in itself increases 
the likelihood that the family will be studied in its’ social context. 


Subject Areas 


The NCB study?' found that: ‘in twenty-five authorities home 
economics was an important site for family life education’. On the 
whole subjects were fairly practical and included such topics as 
catering, food and nutrition, home safety, homecraft, money, man- 
agement and child care. Subjects were again mostly optional and 
taken almost exclusively by girls. f 

In twenty authorities social studies had relevance to parent 
education, including community studies, social and political aware- 
ness, citizenship and the City and Guilds Community Care course. 

Eleven authorities mentioned religious e « 
corporated personal development and relationships, social and poli- 
tical awareness, moral education and sex education, 

Biology was noted by ten authorities. 

The Aston study also showed an 
parenthood-focussed teaching appeared to be in progress’ in Eng- 
lisb, where in one school it was described as ‘permeating the 
syllabus’.*’ Most teachers found parenthood, family life and person- 
al relationships a rich source of material. Drama sessions and the use 
of role-play can also make a useful contribution to the development 
of decision making and problem-solving skills. 

This short review of the vast range 
family life education reveals some of t 
successful implementation: 


ducation, which in- 


“unexpected amount of 


of possibilities for teaching 
he major difficulties to its 


(1) Family life education occurs across the 


| curriculum. There 
is, therefore, a need for coordination 


and cooperation 
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across departments in a school. Not infrequently young 
people face overkill on some topics and total neglect of 
others.” 

Gi) Family life education, when implemented in the way we 
suggest, involves discussion of attitudes and values which 
may conflict with those of the pupils’ parents. Teachers 
need to find ways of involving parents in negotiating the 
content of family life education, and indeed of PSME. 

(iii) Similarly, family life education is likely to involve young 
people in considering the attitudes, needs and demands of 
their local community, and in making use of the resources 
of that community — in placements in under 5 settings, 
inviting guest speakers from local organizations. At the 
same time a variety of professionals in any one locality 
are working in family life education outside the school — 

isitors, social workers, youth workers, nursery 
nurse trainers, marriage guidance counsellors. Coordina- 
tion of efforts, as well as negotiation of who should do 
what, when, would do much to make best use of local 
community services. 

(iv) The interest, concerns and experiences of the pupils them- 
selves can often be overlooked by teachers in their efforts 
to construct courses which incorporate the demands of 
their subject, the examination syllabus (if there is one), 
and the needs of the team of staff involved in the person- 

| education of the school. 


health v 


al, social and mora 


rs of family life education can feel 


It is not surprising that teache 
demands made of them. The way 


overwhelmed by the contradictory 
out of the muddle is negotiation — with colleagues, parents, mem- 


bers of the community and pupils. In addition, many teachers 
require training and support to complement the programme which 
makes use of their skills as facilitator and negotiator, rather than, as 
is traditionally the case, purveyor of knowledge. These aspects are 


considered in the remainder of this chapter. 


Negotiation 


ion of family life education should 


PSME otherwise the danger is that 
d even contradictions. The 


It is important that the coordinat 
be part of the school's policy for 
there will be duplication, confusion an 
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experience of many LEAs and schools is that successful coordina- 
tion of PSME (often defined as health education) requires the in- 
volvement and status of senior members of staff.” Their influence 
on curriculum decisions and on timetabling is likely to be crucial. 
Staff also need to discuss and negotiate the range of knowledge, 
attitudes and skills relevant to family life education, and to discover 
the extent to which these are currently provided for across the 
syllabus. They then need to identify gaps in provision, and identify 
Opportunities to fill those gaps. The Open University Lifestyles pack 
(1985) contains several activities which can be used by staff in a 
school for these tasks. Similarly the Schools Council Health Educa- 
tion Project 13-18 Coordinators Guide (1983) contains a variety of 
ideas to coordinate the broader area of health education. Ideally, the 
negotiations of aims, and of needs will be done collaboratively with 
pupils and their parents. It is possible to run courses jointly with 
and for teachers, pupils and parents. This 

from marriage guidance in Dudley and Luton,” and with support 
from the Health Education Inspectorate in the ILEA.°° The experi- 
ence of such collaboration leads us to suggest that teachers are often 
unnecessarily fearful of parental involvement. Finding ways to in- 
volve all parents of teenagers, rather than the few keen PTA mem- 
bers, can be an enriching and rewarding experience for all con- 
cerned. Parental values may be in conflict with those of the school 
Over some issues, but given the Opportunity to explore each others 
values and perspectives, there is room for learning and compromise. 
It is said that teachers often assume that they are in conflict with 
parents when the reality is more likely to be that parents are their 
strongest allies in the education of teenagers. Later in the article we 
outline experiential learning methods which can be used in working 


collaboratively with Parents as well as with other members of the 
community. 


Schools already involve a range of org 
life education work. Health authorities ar 
vious source — health education officers 
planning and resourcing work in schools; 
nurses frequently give talks on aspects 


was done with support 


anizations in the family 
e perhaps the most ob- 
often provide support in 
health visitors and school 


give talks for family life 


cs Society, Royal Society 
<+- In addition these agencies and 
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others — including community workers, youth workers, social 
workers — are involved in family life education in the community, 
and have views and skills which can contribute to a school's prog- 
ramme. All too often schools invite an outside agency to send a 
speaker for a ‘one-off visit, and pay little attention either to prepar- 
ing the pupils for the visit, or following it up. Nor does the speaker 
discover how their talk fits in with the school’s programme, and its 
aims. One solution is to invite such agency representatives as 'visi- 
tors’ to a course, using the active tutorial work ‘Receiving a Visitor’ 
technique. The technique is included in their teacher’s books and in 
the Open University Family Lifestyles pack (1985). This at least 
enables the visitor to respond to the interests of the pupils. How- 
ever, it does not give them scope to use their particular skills and 
expertise to influence the design of the whole family life education 
programme and their place in it. To ensure this level of cooperation 
it is necessary to involve members of community agencies in work- 
ing with teachers, parents and pupils to negotiate aims for a school’s 
family life education programme. 

It is perhaps important to note that negotiation with all those in 
a locality involved in family life education will require boundaries. 
Some of these boundaries will be set by the use of a clear title, such 
as ‘family life education’ for your meetings. Boundaries can also be 
set by structuring the meetings. A tight structure does not mean that 
discussions will not be open-ended. On the contrary, a structure 
which enables each person present to contribute to the discussions 
at some level will mean that all views are heard and discussed. Thus 
we do not suggest calling a meeting for all those involved in an area 
and asking ‘what should we be doing?’. Nor do we recommend 
calling a meeting and telling them all what you have already planned 
to do. Instead we recommend a highly structured meeting using 
groupwork techniques to facilitate a debate of what can and should 
be done. Various activities are possible, but we would strongly 
recommend a ranking exercise — see, for example, Family Lifestyles 
(1985), Childhood (1985), Debate and Decision (1979) and Priorities 


for Development (1980) for a detailed description of the activity and 
bate. A description of the use of this activity 
in Braun and Eisenstadt 


people to prioritize a 


a variety of issues to de 
to negotiate priorities can be found 


(1984). Essentially a ranking exercise asks to prioritize 
range of nine prepared views on a theme, such as aims for family 


education: these may be written. statements, photographs, press 
cuttings, quotations. The participants have to do this in pairs first, 
then in fours and then compare results in the whole group. The list 


191 


Dorit Braun and Kate Torkington 


of items placed highest represent the whole group's priorities. 
Another activity usefully follows this, and serves to clarify indi- 
vidual perceptions of the agreed priorities, as well as to ensure a 
chance to include views not yet discussed; this is the Aims Card 
Game. This game is included in the Family Lifestyles pack (1985) 
and Debate and Decision (1979). The activity asks individuals to 
write five statements about their priorities in relation to a theme 
such as *what is a Family?', on individual cards. These are dealt out in 
the group, and the game played so that every individual ends up 
with three statements with which (s)/he agrees but did not write. 
The chosen statements represent the group's collective priorities, 
and can form the basis of the course content. 

It is, therefore, possible to work with teachers, parents, pupils 
and members of the community to negotiate aims an 
family life education in a way that acknowledges t 
makes constructive use of all their points of view. This is a sound 
beginning, but not an end and if it is to truly offer pupils an 
opportunity to recognize choices and learn decision-making skills, 
the participatory and negotiated approach needs to be maintained 


throughout any course. The appropriate vehicle for such approaches 
is structured groupwork. 


d purposes for 
he validity and 


The Active Learning, Through Structured Groupwork, 
Method 


Structured grou 
and childhood 
and 


pwork is appropriate for learning about the family 
because it places the participants' existing knowledge 
experience as central to the learning process. In addition: 


(i) It provides a structure for sharing. The activities offer a 


framework that generates common ground for group dis- 
cussion. 


(i) It breaks down traditional barriers between learner and 


teacher. Knowledge is contributed from both and equally 
valued. 


(ii) It enables participants to control their level of personal 
involvement. Each activity allows the individual to decide 


how much to share, and encourages an accepting attitude 
to those who would rather share less. 


(iv) Groupwork is appropriate for various ability groups and 


all ages. Different groups will respond to materials 
according to their own abilities and needs. 
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When using structured groupwork the variety of a group's 
experience becomes a positive advantage to the learning of all the 
group. This is particularly relevant given our multicultural context. 
The multicultural classroom can become a forum for exchanging 
views, values and experiences. In classrooms which do not include 
pupils of different races, there is every chance that they will never- 
theless include pupils from a range of cultures — class, religion, 
region. 

Various materials now exist to provide groupwork exercises 
which can be adapted by teachers for work in family life education. 
It should be pointed out that many teachers feel they lack skills and 
confidence to adopt groupwork techniques if they have not them- 
selves experienced these techniques as participants.’ The need for. 
training is vital, and will be discussed further below. It is important 
that in using the materials on groupwork teachers adapt and select in 
order that the techniques can be used to fit in with the negotiated 
course content. Once teachers become skilled in the use of group- 
work activities they should find it easier to create activities to suit 
their particular purposes. 

Perhaps the best known materials supporting active learning are 
the active tutorial work books.?? The methods included in the books 
have a much wider potential than mere tutorial time use, and a 
national dissemination/training programme encourages teachers to 
adapt the techniques for use in their subject teaching. A danger of 
the active tutorial work approach is slavish adherence to the books, 
which rules out negotiated learning, and should be avoided. 
Teachers will need to spend time planning and negotiating what 
they intend to teach and then select from the book those activities 
which can help achieve their aims. 

A similar approach to the ATW materials is found in the 
lifeskills teaching guides produced by the Counselling and Careers 
Development Unit as Leeds University. Lifeskills is based on the 
belief that teachers can help the personal development of their 
students by teaching specific personal and interpersonal skills which 
will promote self-management and individual competence, and 
equip students to cope with their life roles and tasks.*° Included in 
their courses are such skills as communicating effectively; making, 
maintaining and ending relationships; coping with stress; and being 
positive about oneself. Programmes for use in health education and 
in youth services are being developed. This project is also providing 
in-service courses for teachers working with groups in the class- 


room. 


193 


Dorit Braun and Kate Torkington 


One danger of the lifeskills approach is that too much responsi- 
bility can be placed on the need for individuals to develop skills, and 
too little on considering the social and economic factors which 
shape life chances. Teachers using this sometimes have a ‘deficiency 
model’ of their pupils — arguing that if only they can be taught 
certain skills this will improve their success in life. The use of such a 
model makes it difficult to build on existing strengths of pupils, and 
denies social factors like unemployment, of which the pupils are 
often acutely aware. 

Active tutorial work and lifeskills have evolved from the struc- 
tured and developmental models of groupwork with adolescents 
developed by Button at the University of Swansea for social work- 
ers, youth workers and teachers. The main strategy has been to help 
local education authorities create their own training teams and to 
support this work Button has published a programme for form- 
tutors to use in pastoral time with groups where ‘young people can 
learn how to help one another in their personal development and in 
their ability to cope with present day society’,*! 

A similar approach can be found in the work of Donna 
Brandes, particularly in the Gamesters’ Handbooks ® These two 
books contain a range of exercises which develop interpersonal and 
communication skills. Another resource, especially useful for train- 
ing others to use groupwork techniques, has been produced by 
TACADE (1983). Many of their health education packs similarly 
contain structured groupwork activities and resources. 

All the approaches outlined about make particular use of the 
experience of individuals within groups, in order to develop the 
knowledge of the whole group. The knowledge developed is espe- 
cially concerned with personal relationships, and the dev 
self-esteem. These aspects are 
tion but do not in themsely 
family life education. 


Four recent publications are specifically designed to match the 
content of family life education to groupwork methods. The Open 
University Family Lifestyles and Childhood packs, and the 
ment Education Centre’s Values, Cultures and Kids, and What is a 
Family? Photoset, offer practical ways of using pupils’ existing 
knowledge and experience as the central resource 
the family and child development. 

Values, Cultures and Kids (DEC, 1982) w 


with a group of Birmingham teachers. It e 


elopment of 
an important part of family life educa- 
es constitute a whole programme of 


Develop- 


in learning about 


as produced together 
xplores methods and 
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resources for teaching about the multicultural dimension of the 
family and child development. It was originally designed to fit in 
with Birmingham's Mode III CSE Child Development, but clearly 
has wider potential. The book illustrates that an examination sylla- 
bus is not necessarily a constraint to active learning. It is based on 
the view that multicultural education is relevant to all schools, in all 
areas of Britain, and that the presence of a diverse range of ethnic 
and cultural groups is a positive attribute for a community. 

The What is a Family? Photoset (DEC, 1984), shares the same 
premise. It is also included with the Open University Family Life- 
styles pack. The pack contains teachers notes and twenty-two black 
and white photographs depicting a wide range of families in Britain. 
It can be used to open up the debate about family structures out- 
lined already in this chapter. The teachers notes contain practical 
suggestions for using the photographs with adults and pupils. 

The two Open University packs were produced by the Educa- 
tion for Family Life project, which like many other projects in this 
field, is funded by the Health Education Council. The Family Life- 
styles pack (Open University, 1985) was produced for teachers, 
social workers, youth leaders and other professionals to examine 
their own values and feelings about family life, in order that they 
may then explore these issues with young people. The pack contains 
groupwork techniques and a variety of resource materials — adver- 
tisements, press cuttings, photographs — and can be used as the 
basis of in-service work — as well as directly with young people. 
The pack's materials develop three themes; What is a Family? 
Social Roles; and Family Relationships. 

The Childhood pack (Open University, 1985) has the same 
target audience, and contains materials on a further three themes: 
Identity; Practical Experience with Young Children; and The Child, 
the School and the Community. 

Both these packs are presented in ring binders, to encourage 
users both to be selective in use, and to add other relevant ideas and 
resources. As with other groupwork materials the packs require 
users to plan courses and then to select. However, these packs also 
offer a framework for planning courses and practical techniques for 
negotiating course content. The framework for planning 1s based on 
work originating in another sphere — world studies and develop- 
ment education (see, for example, Birmingham and tbe Wider 
World).^ Essentially the framework recognizes distinct, though 
overlapping, stages of a course: 
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() Getting Started and Setting tbe Scene — establishing the 
climate for the course; getting to know one another, 
beginning to work together as a group, negotiating the 
aims for the course. 

(i) Enquiry — exploring a theme of study: developing 
understanding, empathy, knowledge. 

(ii) Evaluation/ Ways Forward — what was learnt, how was it 
learnt, and what are the implications for the future work 
of participants. 


Those planning courses for adults and young people can use 
this framework to plan the basic structure of the whole course, as 
well as to plan each session of the course. Both the Family Lifestyles 
and Childhood packs contain content checklists to help users decide 
which activities suit their needs at particular stages of a course. 
Values Cultures and Kids (DEC 1982) pages 28-30 reviews the 
range of materials now available to schools involved in family life 
education. In addition to text books, the range of voluntary agencies 
involved in the field produce leaflets and booklets, the Health 
Education Council produce a wide range of these, and the new 
Pregnancy booklet (1984) is well written and beautifully presented. 
The Open University Community Education section has also pro- 
duced a range of packs on family and child health. Teachers can 
often find relevant material using press cuttings, advertisements and 
the popular press — teenage magazines for example. However, it is 
vital that materials should reflect and acknowledge our multicultural 
society. Many do not. 

To help teachers select materials relevant to our multicultural 


society, a working group of Birmingham teachers produced the 
following checklist: 


G) Look for obvious racism — if you can’t avoid using the 
materials then make sure you open the discussion on 
racism. 

(i) Look for stereotyping — for example are all blacks por- 
trayed as good at sport, all Chinese working in ‘take- 
aways’? 

(iii) Watch for English only names: where possible substitute 
with some Asian or other non-English n 

(iv) Be aware of language — watch for racist terms: notice 
that the word ‘black’ is nearly always used as a deroga- 
tory term, notice if "immigrant is used to describe black 
people: look for ‘loaded’ words like savage, 


ames. 


primitive, 
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superstitious — always show your pupils your aware- 
ness. 

(v) Look at the lifestyles portrayed. Are minorities de- 
picted: 


(a) to contrast unfavourably with whites; 
(b) only in ghettoes; 
(c) only in native dress. 

(vi) Look at relationships — for example are black people 
always in subservient roles? 

(vii) Consider the pupils’ self-image; is there someone with 
whom they can possibly identify? 

(viii) Check the illustrations. Look for tokenism — do the 
black people look just like tinted white people? Are the 
black people described as genuine individuals? 


NOTE You may find it difficult to discard your unsuitable mate- 
rials: if this is the case then you can show your awareness 
by encouraging discussion as to why the resources are 
racist or unrepresentative of our muticultural society. 


It is clear that a variety of materials exist to support teachers in 
developing a family life education programme which involves active 
participatory learning. 

However, family life education as we have presented it requires 
teachers to assume skills and techniques of groupwork and to work 
with a team of colleagues from very different backgrounds. It will 
involve a need to rethink the nature of authority within a school; 
will require negotiation with and involvement of parents, and a 
fundamental change in relationships between staff and pupils. Clear- 
ly teachers require training and support. 


Training and Support for Teachers 


In view of the points made above it is sad to note the dearth of 
opportunities for training in family life education. Some of the 
projects described earlier run training programmes, but these are not 
aimed specifically at family life education, and do not deal with 
the particular issues of parental involvement or sensitive subject 
matter. In addition to training provided by ATW, Lifeskills and 
TACADE, the Family Planning Association is now increasing 
its courses on personal relationships and sexuality. Many LEAs 
include family life education as part of a wider subject specialist 
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course — this is especially true, of course, for home economists. 
The Open University Education for Family Life project's training 
will only run for two years, and is staffed for two workers, so will 
be limited in its scope. At the present time, the National Commun- 
ity Education Development Centre in Coventry offers training 
courses to local authorities for teachers in home/school relationships 
and in family life education. It is hoped that the Family Education 
Unit of CEDC, which was set up in 1983, will be expanding further 
into the field of training in family education for teachers and other 
professionals. What can be offered at the present time to local 
authorities by CEDC are short training courses and a consultancy 
service which will help LEAs, particularly LEA advisers, to run 
their own training and set up support groups of teachers. Introduc- 
tion to the use of materials such as the Open University Family 
Lifestyles/Childhood packs would be an integral part of such train- 


ing and consultancy services. The priorities for all training for 
teachers in family life education are: 


(i) to provide teachers with Opportunities to experience for 
themselves a variety of groupwork techniques; 

(i) to provide teachers with Opportunities to try out such 

techniques with their pupils, discuss with each other any 

problems they may have had and support each other in 

finding solutions to the problems; 

(ili) to raise teachers’ awareness of the controversial nature of 

family life education; to enable teachers both to recognize 

their own value positions and to see that these may not be 

shared with others in the community; 

(iv) to develop teachers’ abilities to negotiate the content of 
family life education courses with their pupils, with other 


members of staff, with parents, and other members of the 
community. 
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Resources for Family Education 


1 Community Education Development Centre 
Briton Road 
Stoke 
COVENTRY 
CV2 4LF 


(a) Coping With Kids — a collection of materials for use with 


individuals in group discussions. 
(b) Working Together — a set of ten leaflets on early childhood 
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(discipline, temper tantrums etc) 

(c) What Would You Do? — situational flip charts for early 

childhood education. 

(d) Early Years — a pack of child development materials for 
use in groups, giving information about 
stages of development and suggestions for 
how adults might stimulate children. 


N 


Development Education Centre 
Gillett Centre 

Selly Oak Colleges 

Bristol Road 

BIRMINGHAM 

B29 6LE 


(a) Birmingham and the Wider World — A Report (1980) 
(b) Priorities for Development — A Teachers Handbook for 
Development Education (1980) 

(c) Values, Cultures and Kids — Approaches and Resources for 
Teaching Cbild Development 
About tbe Family (1982) 

(d) What is a Family? — Photographs and Activities About 

Families in Britain (1984) 


3 Open University — Community Education Packs 
Learning Materials Service 
The Open University 
PO Box 188 
Milton Keynes 
MK7 6DH 


Tbe First Years of Life (P911) 

The Pre-School Child (P912) 

Childhood 5—10 (P913) 

Parents and Teenagers (P914) 

Pregnancy and Birth (P960) 

Getting Ready for Pregnancy (P901) 

Understanding Pregnancy and Birth (P902) 

Women and Young Children — Learning Through Experience 
(P593) 

Parents Talking — The Developing Child (P590) 

Parents Talking — Family Relationships (P597) 


4 Open University, Centre for Continuing Education/Health 
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Education Council 
Learning Materials Service 
The Open University 

PO Box 188 

Milton Keynes 

MK7 6DH 


Family Lifestyles (PE630) (1985) 
Childhood (PE631) (1985) 


TACADE 
2 Mount Street 
Manchester 


M2 5NG 


Satow, A. and Evans, M. (1983) Working with Groups — A 
handbook for those wishing 
to run courses on group 
work; provides useful sug- 
gestions and a variety of dis- 
cussion sheets on aspects of 
group functioning and dyna- 
mics. 

Health Education Council 

78 New Oxford Street 

London 

WCIA 1AH 


Many leaflets, booklets and posters available. 
Free publications catalogues available on request. 


Pre-Vocational Education 


Roger Fielding, Ross Maden and 
Catberine Village 


Introduction 


Attempts to show the relationship between social education and 
pre-vocational education would be very much easier if the target 
of pre-voc could remain the same while we fired our shots. 
Unfortunately the scene is rather like a football match in which the 
goal posts are moved every time a shot is taken. It is also like a 
football match in the sense that there is a different referee for each 
game and the referee's decisions are always greeted with derision by 
the crowd. Another hallmark of pre-vocational education is that it 
must have a set of initials, for example, CPVE, TVEI, C and G 365, 
RSA, Voc Prep, YTS, BTEC. The effect of this is to create insecur- 
ity amongst teachers and lecturers who do not know what the latest 
set of initials stand for and conversely to create a feeling of superior- 
ity amongst those who do. 

Pre-vocational education was given a great stimulus with the 
surprise announcement in November 1982 of the Government's 
Technical and Vocational Education Initiative (TVEI). In January 
1983 LEAs were invited to submit proposals for the new funds that 
had been made available, via the Manpower Services Commission 
(MSC), to finance TVEI schemes. By March 1983 sixty-six propo- 
sals had been received. Fourteen were accepted and these first pro- 
jects began in September 1983 with £46 million promised for five 
years covering 13,830 students and 144 schools and colleges. In 
September 1984 a further forty-five LEAs began MSC-funded pro- 
jects and in September 1985 the remaining LEAs introduced TVEI 
programmes. 

TVEI is by no means the only expression of vocational educa- 
tion. The Government's White Paper 17+ : A New Qualification, 
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published by HMSO in May 1982, recognized that existing provi- 
sions for post-16 study did not adequately cater for students ‘with 
modest examination achievements at 16-- who have set their sights 
on employment rather than higher education, but have not yet 
formed a clear idea of the kind of job they might tackle successful- 
ly’. 

The Joint Board for Pre-Vocational Education was established 
by the Business and Technician Education Council (BTEC) and the 
City and Guilds of London Institute (CGLI) at the request of the 
Secretary of State for Education and Science to develop and admin- 
ister a new, national qualification to be called the Certificate of 
Pre-Vocational Education (CPVE). It was hoped that by replacing 
all the various and different qualifications offered by all the various 
and different examining bodies with one single, recognized, national 
qualification that one, more widely credible and less confusing certi- 
ficate would emerge. 

This new CPVE first became available, by dual certification, for 
the academic year 1983-84 for students over 16 successfully com- 
pleting the following courses with full-time study — CGLI Founda- 
tion Courses, CGLI Vocational Preparation (General) (CGLI 365); 
BTEC general awards in Business Studies and Royal Society of 
Arts (RSA) Vocational Preparation (Clerical) and (Distribution) 
courses and RSA Basic Clerical Procedures. Forty thousand young 
people were enrolled on this basis during 1983-84. The new award 
was available in its own right for the first time as from September 


1985 and over 600 submissions for approval of CPVE schemes were 
received by the Joint Board. 


Pre-Vocational Education and Social Education 


Pre-vocational education aims to provide young people with oppor- 
tunities: 

() to assist their transition from scho 
equipping them with basic skills, 
knowledge and personal and social 
for adult life; 

(ii) for a personally relevant educational experience which 
encourages learning and achievement; 

(iii) for acquiring a qualification emb 
dards which will give recognition 


ol to adulthood by 
experience, attitudes, 
competencies required 


odying national stan- 
for their attainments; 
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(iv) for an accepted basis for progression to continued educa- 
tion, training and/or work. 


The specific objectives which would be needed to fulfil these 
aims would include 


(i) the ability to communicate effectively in a variety of 
ways including reading, writing, talking and listening, 
using signs and diagrams; 

(ii) development of practical numeracy; 

(ii) an awareness of the implications and uses of modern 
technology and its application in everyday life; 

(iv) development of manipulative and physical skills; 

(v) the development of social skills by creating opportun- 
ities to work in groups; 

(vi) growth of self-confidence and adaptability; 

(vil) a capacity to tackle problems through experiencing a 
variety of situations in which strategies can be developed 
towards satisfactory conclusions; 

(viii) a knowledge of the world of work and the roles of 
young people in it; 

(ix) an appreciation of the economic, political and environ- 
mental factors which influence everyday life; 

(x) a readiness to seek employment or further education and 
training through an understanding of pathways avail- 


able. 


These objectives are not specifically related to subject areas and 
should not be seen as discrete core elements. 

This list of objectives is not just about pre-vocational education 
but is equally applicable to social education. The objectives cover a 
range of educational experiences which are relevant whatever a 
young person seeks to do in the future. 

The rapidly changing nature of our society allied to the inabil- 
ity of government or industry to predict with any degree of accura- 
cy future manpower needs make it imperative that schools and 
colleges do not go down the road of narrow job-specific training, 
which may or may not exist when young people leave full-time 
education. This is an important principle that needs to be made 
explicit especially to young people, parents and employers whose 
expectations of the educational service are often quite different from 
teachers and lecturers. 

Finally, pre-vocational education can be seen as a response to 
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those who see the educational world as a highly elitist system based 
on academic failure. For example, if you do not fail at CSE, you can 
go on to fail at *O' levels; if you do not fail at ‘©’ levels you can go 
on to fail at ‘A’ levels. By comparison other educational systems in 
the western world have a system geared to success. For example, 90 
per cent of those students who stay on in full-time education in the 
USA to the age of 18 successfully graduate. Pre-vocational educa- 
tion will enable many youngsters to gain success and self-confidence 
that would not be available to them by traditional academic provi- 
sions. 

Perhaps the most important aspects of PVE are the changes in 
methodology and classroom practice which it stands for. These are 
summed up in such terms as ‘experiential learning’, ‘student-centred 
learning’ and ‘negotiated curriculum’. Pre-vocational education 
marks the end of the authoritarian teacher and the appearance of the 
tutor as a facilitator of and partner in learning. Only time will tell 
whether these fine phrases are hollow rhetoric or authentic practice. 
The change of role from ‘expert’ to ‘facilitator’ is demonstrated by 
the initiatives being developed under the name of ‘enterprise’, 


Enterprise and Pre-Vocational Education 


There is undoubtedly a move within education to 
prise’ into the curriculum. This can take many for 
primary expression in the Practice of operating s 
School businesses may be operated successfully 
contexts involving students of all ages and abiliti 
businesses can be successfully integrated into 


(Jamieson, 1985a)' in what follows the focus 
schooling. 


introduce ‘enter- 
ms but has found 
chool businesses. 
in a number of 
es. While school 
primary education 
is on secondary 


The Context of the School Business 


There are a number of contexts i 


n which a school business could 
successfully operate: 


(i) in a student’s free time after s 
or at the week-end; 
(i) during the general studies 


(iii) d 


chool, during the evening 


i periods of sixth-form students; 
uring the core curricular time of fourth and fifth year 
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students (within ‘life skills’ or similar courses); 

during option subject time for fourth and fifth year stu- 
dents (as part of a business studies or commerce course 
for example); 

during appropriate lesson time for students in years 1 to 
3; 

during one complete week for all students with normal 
schooling suspended; 

within vocational education schemes for students of all 
ages following TVEI schemes, 14-16 schemes such as 
the City and Guilds Vocational Preparation (General) 
scheme (CGLI 365), students taking the Certificate of 
Pre-Vocational Education (CPVE), and other schemes, in 
the sixth-form. 


Why Run a School Business? 


Specifically within the area of vocational education there are a 
number of good reasons for setting up a school business: 


(i) 


(iii) 


(iv) 


A school business may demand contributions from a 
number of areas of the school curriculum — business 
studies, craft, communication skills, numeracy. Their in- 
volvement in the school business can help these areas of 
the curriculum to achieve greater industrial and vocation- 
al relevance, at the same time as illustrating their occupa- 
tional applications and enhancing the students’ real 
understanding of commerce and industry. 

Running a school business requires a skills-based 
student-centred approach with negotiation and decision- 
making having central importance in the process. Run- 
ning a school business then, can also be a vehicle for staff 
development and the introduction of new pedagogical 
approaches within the classroom. 

Running a school business is also a very effective way of 
integrating the various modules and components of a 
vocational education programme or TVEI Scheme. 
Running a school business also provides a common focus 
for staff, leading to improved cooperation and team- 
teaching, as well as developing a genuine interdependence 
amongst members of the course team. 
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(v) A school business can provide simulated work experience 
at a time when real placements may be hard to guarantee. 

(vi) A school business illustrates in a practical and experien- 
tial way many of the central features of business studies 
modules as well as requiring the acquisition and applica- 
tion of basic skills. 

(vii) A school business can also act as a highly effective moti- 
vational device giving new purpose to students in sub- 
jects they may otherwise have found difficult, irrelevant 
or ‘boring’. 


Setting up a School Business 


In what follows two main approaches to the setting up and opera- 
tion of school businesses are reviewed — the national and formally- 
organized Young Enterprise Scheme and school-based 'mini- 
company’ projects. 


Young Enterprise 


The growth of vocational education has been accompanied by a 
growth in the resources available for introducing enterprise into the 
curriculum by way of setting up and operating school businesses. 
However, one of the most widely known schemes — Young Enter- 
prise — has been providing practical business experience to young 
people since 1963. During the academic year 1984-85 17,000 young 
people were running more than 700 in schools and colleges as part 
of the Young Enterprise Scheme (Times Educational Supplement, 2 
August 1985) and the National Council of Young Enterprise hopes 
to increase this to 30,000 by 1988 (Jackson, 1985)? 

Young Enterprise is based on a similar scheme — Junior 
Achievement — run in the USA. This was first estabished in 1941 
and still operates successfully — in excess of 600,0 
took part in 1983-84 (Young Enterprise 19853)? 

Young Enterprise Ltd. is a registered 
industrial and commercial sponsorship and s 
of four regions in the United Kingdom is 
Director, although smaller voluntary area b 
trialists, educationalists and others, 
vities within their areas. 


An important feature of Young Enterprise is the emphasis 


00 young people 


charity supported by 
ubscription fees. Each 
managed by a full-time 
oards, made up of indus- 
maintain and foster specific acti- 
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placed on the voluntary commitment of students outside normal 
schooling. Young Enterprise, in fact, has in the past seen their 
scheme as being entirely voluntary and quite distinct and apart from 
school work or vocational training (Young Enterprise, 1982; 
Jamieson, 1985b).* More recently, however, they have recognized 
the contribution their scheme could make to TVEI, CPVE, YTS, 
and BTEC course (Young Enterprise, 1985b).” 

It is usual for Young Enterprise companies to meet with their 
advisers — volunteers from industry and commerce — for around 
two hours, one evening a week, between September and June. The 
role of the advisers is to guide and advise without imposing their 
views or taking too leading a role. The students will form a com- 
pany and register this with Young Enterprise, appoint staff to the 
Board of Directors, sell shares, produce, market and sell goods. 
After a life of around eight months the company will go into 
voluntary liquidation and repay all shareholders with an appropriate 
dividend. There is a national competition for the ‘best’? company an 
a written examination based on the practical learning experiences of 
the students. Students are awarded a Young Enterprise Certificate 
on successful completion of this examination. 

Young Enterprise aims to give young people experience in 
order to help them: 


() develop initiative and self-confidence; 
(ii) widen knowledge of team-work; 
(iii) improve powers of leadership; 

(iv) form positive relationships with adults; 

(v) give and receive advice and criticism; 

(vi) gain awareness of previously unrecognised skills; 
(vii) choose future career paths and further education; 
(viii) appreciate the values of an enterprise economy; 

(ix) understand the way in which business works.^ 


Mini-Companies 


School businesses can, and do, operate outside of the formal Young 
Enterprise Scheme, of course. There is an increasing amount of 
resource material available for teachers who might wish to run 
school businesses in their own way with schemes they can tailor to 
the specific requirements of their own situation. These alternatives 
can be broadly labelled as ‘mini-companies’, and their history can be 
traced back to the EEC Transition from School to Working Life 
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Project (Jamieson, 1985b; Bray, 1983). One of the aims of the 
mini-company experiments within the EEC project was to include 
less able fourth and fifth year students and to integrate the work 
into the school curriculum (Jamieson, 1985b). One of the first of 
the resources available to teachers to run their own mini-company 
was a complete kit (Bray, 1984)* including guidance and much of 
the documentation necessary. Such mini-companies have the advan- 
tage of flexibility to lend themselves, appropriately adapted, to the 
needs of any specific vocational education scheme. 

Having decided a mini-company has a constructive role to play 
in curriculum development the key questions which must follow are 


organizational and practical. Some of these questions are listed be- 
low: 


— Shall we form a 'real company that trades with the world 
outside school or is it to be a simulated exercise? 

— What shall we produce or what service shall we provide? 
Who will take this decision? 

— Which pupils should be involved and for what length of 
time? 

— Does the enterprise require any money? If so, how should it 
be raised? Should workers be remunerated? If the enterprise 
makes a profit, what should be done with it? 

— How should the organization be structured? Should it reflect 
the structure of a small business, or large company? A part- 
nership, a limited company, or a co-operative? Should there 
be a separate managerial tier? 

— What is to be the role of the teachers in the mini-company? 

— If the mini-company is to Operate in the ‘real world’ how are 
the legal obligations to be discharged, for example, product 
liability, health and safety questions ?? 


The first questions relate to the kin 
may best be offered, the methods o 
dures needed to get the business go 

The goods and services offered 
interests, abilities and aptitudes of t 
nature and needs of the local com 


achieve all it could. 


A school business may be set up in a number of different forms 
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from sole trader, partnership, cooperative or private limited com- 
pany. In some circumstances it may well be practical to set up 
several school businesses each operating independently of the 
others. Individual students may operate as sole traders, small groups 
of students may set up as partnerships or cooperatives, while a 
larger group may decide to operate as a private limited company. 

The issue of finance, and the means by which the initial capital 
is raised, is closely linked to questions about the form of business 
organization adopted. In the case of sole traders, partnerships and 
cooperatives funds may be raised through bank loans, borrowing 
from family, friends, the Parents Association or School Fund, or 
even through fund-raising events. In the case of a private limited 
company, funds would be raised through the sale of shares to other 
students, staff, family and friends. 

The way in which funds are raised will partially determine what 
must happen to the profits when the business is liquidated at the end 
of the exercise. Profits will be distributed to the shareholders, in 
accordance with the number of shares purchased, in the case of a 
private limited company. Sole traders, partnerships and cooperatives 
must repay all loans with appropriate agreed interest first and any 
remaining profits might be retained by the students themselves, 
donated to School Fund, passed on to the next year's school busi- 
ness or donated to a favourite charity. 

In practice the level of profits is largely an artificial figure 
determined by the costs imposed by the organizing school. Even 
trading with money in the 'real world involves a degree of simula- 
tion and a school business may or may not be charged nominal 
rentals for premises and workshops, rates, electricity bills and wages. 

While the students — and any shareholders — will be keen to 
make a profit it is important to remember that the aims of the 
exercise are educational and even making a loss may be a lesson well 
learnt. 

While each method of operation has its own peculiar character- 
istics, selling shares and operating a private limited company seems 
to offer distinct advantages. 


Some Advantages of Running a Private Limited 
Company 


(a) The selling of shares provides a reasonably straightforward 
source of capital. Shares may be sold for any amount and 
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in any multiples to raise starting capital. 

(b) The sale of shares encourages wider interest in the school 
business than would otherwise be the case. The issuing of 
a prospectus informs other students, teachers and parents 
about the school business and the purchase of shares gives 
others an interest in the success of the business. 

(c) Having friends, other students, teachers and parents as 
shareholders gives the students running the business a real 
responsibility for other people's money. It takes the 
school business a stage further into the ‘real world’. 

(d) The fact of having shareholders leads to the need to hold 
at least one shareholders? meeting — perhaps at the end of 
the course when the company is liquidated. Again this can 
be an excellent vehicle for the acquisition and application 
of important skills. 

(e) Setting up a private limited company gives increased rele- 
vance and importance to understanding the leg 
dures involved in the ‘real world’ when setting 
vate limited company. Students may compile A 
Association and Memorandum of Association 
own company even though the company 
any way to be formally and legally incor; 


al proce- 
up a pri- 
rucles of 
for their 
will not need in 
porated. 

The running of a school business, then 
can be a most effective way 
curriculum. In addition, 
towards meeting the man 


» in one form or another, 
i of introducing enterprise into the 
it can make a tremendous contribution 
y demands of vocational educ 
process of running a school business demands a skills-based 
approach to teaching and learning; of necessity negotiation with 
students and student decision-making becomes c d 
cooperation and team teaching become almost inevitable; integration 
of the students’ curriculum is achieved and opportunities for the 


acquisition, application and demonstration of core and basic skills 
are provided. 


ation, The 


entral; course team 


Work Experience 


Work experience programmes are now widespread in one form or 
another and not only do they pre-date the formulation of this 
pre-vocational education concept but they are not often integrated 
into social education programmes. Usually work 


s experience is 
organized by the careers teacher and isol 


ated from other learning 
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experiences. Yet when one analyzes the objectives of work experi- 
ence they are of direct relevance to social education. The following 


have been 


identified as some of the learning objectives of work 


experience: 


Personal Development of Pupils 


Work experience should enable all pupils to experience 
the success and frustrations of seeing a project through to 
its completion. 

Pupils will adopt a new role, i.e. that of a worker as 
opposed to pupil, and respond to different routines. 

It will increase their awareness of their responsibilities for 
their own actions and how their actions affect others, and 
enable them to practise their decision-making skills. 
They will experience the inter-dependence of peoples jobs 
and the variety of jobs within a workplace, and help to 
ease entry problems into new surroundings after school. 
Their experience will have significant influences on their 
attitudes towards schooling, education and training. 
They will develop aspects of communication skills, espe- 
cially oral skills and develop job hunting techniques 
through interviews and practice self-presentation. 


Dealing with Other People 


Pupils will be able to experience working as part of a 
group and learning to work with new people in a work 
situation, and it offers the opportunity to work with 
adults, often for the first time in a different way. 

They have access to the experience of adults and see how 
adults react in different situations. Also they are able to 
observe the different styles of authority and how to re- 
spond to them. 

Knowledge 


(i) Pupils will be expected to gain an understanding of the 


importance of wealth creation, and the work of trade 


unions at the workplace level. 
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Pre-Vocational Education 


(ii) They will experience new and different types of equip- 
ment, see the effects of new technology at the workplace, 
and gain knowledge of the realities of health and satety 
issues. . 

(iii) Pupils will learn about a different disciplined environment 
and organization structure from that of school and be 
made aware of the disciplines of work. 

(iv) They will face prejudice in the workplace, whether it be 
the young v the old; black v white; or men v women. 

(v) In addition the overall experience will enable pupils to 
gain an alternative perspective on society, and enable pa- 
rents to reflect on the transition of their children to 
voung adults. 


We are beginning to see now an attempt to tackle the wider 
curricular implications of work experience. Many teachers find a 
striking fear on the part of pupils in dealing with adults outside 
school and some pupils experience extreme discomfort in even mak- 
ing a simple telephone call. Much work is now being carried out in 
the area of self-presentation, confidence boosting and learning from 
fellow students. This is a small beginning trom which other ideas 
and spin-offs are coming. Pupils inviting their work experience 
employers into school for a social gathering organized by them- 
selves or a business venture group has been one response more 
regular contact with employers for use of facilities in school time 
has been another; teachers spending some time in industry vet 
another. 

However the objectives of work experience cannot be fully 
realized unless there is time given to classroom preparation and 
follow up. Examples of what can be attempted here are taken from 
Holmes, Jamieson and Perry (1983). 


The Future for Pre-Vocational Education 


eveloping skills associated with 
gung people. It requires quite 
ach, but how young people 
hich puts the 


There are massive implications in d 
the various PVE initiatives with y 
fundamental changes, not in what we te 
learn. There needs to be a change in methodology wW 
emphasis on how young people learn as opposed to how we teach. 
It was summed-up by the teacher who asked an offending pupil 
Jones, are you learning anything?". The reply went straight to the 


AIT 


Roger Fielding, Ross Maden and Catherine Village 


heart of the problem ‘No, sir, I am listening to you’. The traditional 
emphasis on acquiring knowledge by didactic teaching methods 
needs to be realigned to an emphasis on how young people can use 
knowledge. Moreover, there is no justification for confining pre- 
vocational education only to ‘non-academic’ pupils. The need for 
‘social and life-skills’ is as important for graduates entering employ- 
ment as it is for 16 year olds. Some indications exist that pre- 
vocational education will be seen as an alternative to academic 
education though there is some hope that when CPVE becomes 
available as a part-time route that it may take the place of general 
studies in the sixth-form and become acceptable for those taking 
three ‘A’ levels as well as those looking for a one-year full-time 
course. In time it is likely that all youngsters between the ages of 16 
and 18 will be treated with financial parity thus allowing them to 
choose the most appropriate course provisions for their needs, in- 
stead of the present system where many young people decide on the 
basis of financial rather than educational benefits. 

Pre-16, the advances of pre-vocational education will continue 
and there will need to be close monitoring to ensure that provisions 
post-16 genuinely build upon the knowledge, skills and experiences 
that have already been gained by that age. We should welcome the 
spread of pre-vocational education into the general curriculum pro- 
visions for all young people providing it allows more of the 
gain self-confidence and experience success than is the 
present system. Many young people leave the educ 
the earliest opportunity feeling failures. Their self-e 
their confidence is low and they regard themselves 
ly because of the widespread pre-occupation wi 
magic ‘five ‘O’ levels’. Any innovation which attem 
balance of our educational system fror 
success should be welcomed. 


m to 
case with the 
ation system at 
steem is fragile, 
as failures, main- 
th achieving the 
pts to change the 
m one of failure to one of 
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Urban Studies and Community 
Education 


Anne Armstrong 


This is better than school, Miss, why can't we do this all the 
time? 


This is a comment that I have often heard from children working in 
urban studies centres. It reflects an enthusiasm for learning which 
can be transmitted to the school classroom through urban studies 
practice. It comes out of the immediacy and relevance of what the 
children are asked to do. Sometimes my best returns from teaching 
have come watching the smile of understanding that crosses the 
pupil’s face when he or she makes sense 
political concept from the basis of the 
is, of course, 


of a complex sociological or 
pupils! own local research. It 
always pleasant for teachers to work with students 
who do not want to go or want to come 

Urban studies is one of the ways of making this magic and it 
has an important contribution to make to social education. 
Although it grew out of environmental education, it has taken on 
board a concern for sociological, political and economic issues. 
Urban studies is a separate but closely-related movement to com- 
munity education. The two are dealt with together i 
terms of their contribution to social education, b 
philosophies and because both offer 
with political education. The chapter 


back tomorrow. 


n this chapter in 
ecause of shared 
à special approach to dealing 
is divided into five sections: 


(Gi) The history of urban studies 
ity education. 

) Urban and local studies in the 
(iii) Some examples of projects. 
) 

) 


and its links with commun- 


classroom. 


Setting up a resource base and where t 


r > go for help. 
Getüng over the problems. 


Urban Studies and Community Education 


The History of Urban Studi 
) an Studies and Its Links wi 
Community Education Piet ad 


The historical deve 3 ( 
education debeo ea y n. urban studies and community 
evolved and are conti quet) they a today because they have 
urban studies in Ed die = d Keith Wheeler sees the dawn of 
Revolution (Martin, end ce ITOT DATES during the Industrial 
been said to have jte pet pe Patriek Geddes tople ha 
environmental ee set isa e n eb pie 
not really take concrete fori il m de Vi be Wi did 
E or iss m until the 1960s. At the time of the 
education which veran bee was a growth of public interest in an 
mene and me lirate 9 : e people to understand the built environ- 
enthusiasm for este dba x decision-making. Out of the 
somehow, des à de Rim qt SUE MEM Eus urban studies and 
cipation sul e i ure of any real development in the parti- 
In the late VA DS survived and SIND: 
mx E ee 
tbe ous Tous ness ids ere createc for this purpose such 
dis Cassel fr : EF rc hitectural Heritage Group and others like 
ebene Vou ei Education shifted their emphasis to 
the-wreatior of Ri ee S ut the most important development was 
Dom at he m » eran Unit of the TCPA (the Town and 
Bulletin F: ies. Puce) who started to publish BEE, the 
ea df Yen bi Education. It is significant that it was an 
the step, dis d acids iis an educational, pressure group that took 
ids o ing that the arum studies movement was firmly 
ncepts of urban and social improvement. The unfortun- 
educationalists were, 
aw as planners daring 
as been particularly 
lue of urban studies. 
link through the 


ate cons à 
«i eiui ats » these origins is that some 
to suggest T to be, suspicious of what they s 
differ: z omerning new to them and it h 
(Perhaps Sedi Lad teachers to see the va 
haa n T hers find it easier to make the 
a i en with soci à 
realized v na link with the concept of p 
Sardis i hix who wanted to produce > 
teaching ra ecision-making that they had to fi 
AE » h bie different from the traditional 
teate nie as dads a passive result. For you cannot hope 
Passive ia d "i H ts If you spoonteed them k them to be totally 

1e classroom. In fact some urban studies enthusiasts felt 


particularly 


al education should be 
]t was soon 


articipation. 
active adults able to 
nd methods of 
methods which 
to 


and as 
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that it was impossible to teach urban studies in school and devoted 
themselves to setting up urban studies centres, separate places where 
both students and adults could study the urban environment and 
tackle local issues. 

Urban studies centres are closely linked to many of the institu- 
tions that have grown up out of the community education move- 
ment because they offer their resources to the whole community not 
just those in the school system. The forty-two existing centres are 
promoted by CUSC, the Council for Urban Studies Centres which 
was also set up by the TCPA's Education Unit. Examples of the 
work-based centre will be given later in the chapter. 

However, the educational practices developed in both com- 
munity education centres and urban studies centres c 


an, to some 
e 


«tent, be adapted to the classroom. The starting point is the local 
issue and there is nothing to stop schools building up their own 
resources on local issues and trying to adopt a new 
learning about them. The hardest thing for a school to 
symbiotic interaction between different groups of le 
can happen in an urban studies centre w 
sentatives of a tenants’ group arrive to ty 
and can talk to the school group w 
area. Perhaps community. schools 
relationships because they have the push and the enthusiasm for 
building up local contacts and try to find many different ways to 
bring people into the school, i 
The Community 
Morrison’s w 


approach to 
achieve is the 
arners, which 
hen for example the repre- 
ype and print some minutes 
hich is studying housing in the 
find it easier to facilitate such 


Education Movement grew out of Herbert 
ork in Cambridgeshire in the 1920s. He 
the notion that the village 
social role than simply ed 


started from 
primary school could have a much wider 
ucating 5-11 year olds. Out of this has 
come a wide-reaching campaign which includes the deinstitutiona- 
lization of education, making more efficient use of plant and offer- 
ing education as a life-long possibility. Like 
community education movement contains a wide 
At one end of the spectrum there is the dual use 
providing educational activities for every age. At 
are people striving for real community tonio 
sources and the curriculum. Thus some e 
put their efforts into developing commu 
whilst other authorities and independe 
their efforts on setting up alternative 
in some way be said to mirror 

It is impossible 


urban studies, the 
variety of opinion. 
of educational plant 
the other end there 
l of education re- 
ducation authorities have 
nity schools and colleges 
nt groups have concentrated 
centres and bases which could 
urban studies centres, 
in this short chapter to discuss adequately all 
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the complex issues which affect the community education move- 
ment. As Colin Fletcher (1980) says, at present community educa- 
tion takes a bewildering variety of forms. It is only possible to see 
how both it and urban studies have already affected and could 
improve social education in schools. The two movements meet in 
their basic philosophy. For example, they both believe that the 
student's active contribution to the learning process is essential and 
that he or she should be relating directly to real life and they are 
both suspicious of imposed and academic knowledge. Emphasis is 
thus placed on developing learning skills rather than acquiring facts. 
The teacher’s role changes to be a facilitator and a catalyst and the 
end product is a change in understanding and ability. It is thus very 
hard to assess. 

A first reaction to such a brief description is always, ‘well, that 
is what we are doing anyhow’. Certainly many of the ideas are old 
ones but in my experience they are rarely put into practice in the 
school, especially the secondary school, where the pressures of the 
‘ stem and the organization of the in- 


timetable, the examination $} 
stitution discourage this radical approach. I would, however, suggest 
that if it is not adopted, not only will large and important elements 
of social education fail, but we may also be facing educational failure 
on the whole front. As Chris Webb, Director of the Notting Dale 
Urban Studies Centre says, 


It is no longer any use to bring out the old recipes, usually 
aspic based, to attempt to cope with these issues [of urban 
crisis]. There is no proven link between the experience of 
learning or being taught a subject in school and becoming a 
struggling adult! Yet much of the curriculum indus- 
Sits s e inherently over- 


caring, 
try prefaces its self-descriptions with thes 


blown and fanciful assumptions. (BEE 117 January 1981) 


Urban and Local Studies in the Classroom 


Urban studies has derived its own methodology of bits and pieces 
here, as an intrinsic part of what it 
is done that makes it 
mental education and in 


borrowed and adapted from elsew 
is. It is the way in which urban studies 
different from most other forms of environ 
fact from most educational practice. 

The content of urban studies is spec o for 
urban or local (it can be adapted to the rural situation) 


ial too for the content of 
studies is a 
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local issue. The word issue sometimes puts teachers off because of 
its political and thus dangerous connotation. However, it is possible 
for even the faint hearted to adopt an issue-based approach because 
it need not necessarily culminate in protest marches or rebukes from 
the school governors. An issue can be relatively safe such as a 
heavily-trafficked street with no pedestrian crossing, thus an issue is 
not a hypothesis testing which the geographers seem to be doing at 
the moment. The setting of a hypothesis puts too much stress on 
collecting objective data and discourages the pupil from evaluating 
personal subjective opinion including his or her own. 
issue should give the teacher or students 
problem first-hand and relate it to the 
issue selection should be done w 
decide beforehand whether they 
and difficult issues which may 
racism and class. Both the urban 
Proponents would say that these 
and the best way to tackle them 
abstract is in a local issue. It is 


Ideally the 
the opportunity to study a 
wider context. The process of 
ith the pupils but teachers must 
can cope with the most sensitive 
be chosen by the pupils such as 
studies and community education 
are issues which should be tackled 
so that they do not seem apart and 


useful to recall the chapter on the 
curriculum and the community in David Hargreaves’ book The 
Challenge for the Comprehensiz 


ve School. This discusses in more 
detail the problems and potential of building an issues-based curri- 
culum which is more relevant to the majority 
Before giving some re 


some of the methodology 


of school children. 

al examples of urban studies projects 
will be explained through an abstract 
example. However it must be remembered that there is no pre- 
scribed way of doing urban studies as the reader will soon discover 


through pursuing the recommended reading 


at the end of the chap- 
ter. 


Nine Basic Steps 


1 The students are introduced to 
project. 

2 The students visit the buildings, 
whatever is to be studied. They shou 
urban studies centre and certainly 
should be already known by the students so that they can 


contribute directly to the project. Through something like a 
town trail the students are introduced to a variety of issues 


related to the history, geography, sociology, economics, 


the idea of the urban studies 
Streets, institutions or 


Id be near the school or 
in first instances areas 
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ecology and aesthetics of the place. Most urban studies 
teachers prefer taking an integrated approach because it is so 
difficult to compartmentalize the environment into arti- 
ficially defined subject areas. However, we are often forced, 
when working with secondary groups, to make the project 
fit the demand of a particular subject syllabus. Fortunately 
it is possible to fit urban studies into all curriculum arcas. 
On the trail the students will be asked to observe, discuss 
and make first judgments about what they see. Tony Fyson 
(1973) describes the aims of this process thus: 


to make the student visually inquisitive about 
the town scene and lead him to form discerning 
judgments, not as a passive recipient of other men's 
ideas but as an informed critic who demands the 
best of his urban environment. 


They are then able when back in the classroom or at the 
urban studies centre, to select the issue they would like to 
study. They would be encouraged to work in groups be- 
cause of the value of cooperative learning, and to find an 
issue which is related to their own experiences and interests. 
In fact the concepts of urban studies fit well into those 
developed by the collaborative learning enthusiasts and have 
the advantage of being real. This stage is always an interest- 
ing process of negotiation and compromise both for the 
groups of students and for the teacher. A class can arrive at 
the decision to study five different issues or just one from 
five different points of view. f 
Once the issue is chosen the students work cooperatively to 
plan their own research, decide what data needs to be col- 
lected and from where, what they can observe for them- 
selves and who else needs to talk to them. They may well 
end up by redefining the study several times over as 1t goes 
on but this adds to the educative process. Groups who have 
never planned their own work before are often lost when 
asked to do this. The teacher must be careful to guide gently 
and resist the temptation to step in and do it for them. 
Feeding students pre-digested work sheets and projects 1s 
no way to stimulate the mind or encourage active learning. 
The next stage is to complete the research although this máy 
be linked with the following stage, that of analysis. It is 
hard to give more than a flavour of what might happen 
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because it is important to allow flexibility and respond to 
events as they occur. Most urban studies projects will in- 
clude direct observations, using the opinions of others, us- 
ing written and graphic evidence and using available statis- 
tics and reports. At this point another warning needs to be 
given to teachers we feel that students need to have data pro- 
cessed before they can be used. An important part of urban 
studies is to allow people to handle materials in their raw 
forms so that the students will build up confidence and skills 
and be able to use such things when there is no teacher around. 
Every student can do this with the right help and motivation. 
Talking to other people and finding out that people have 
differing ideas is another important part of the project. 
Some people will also include the use of photography, video 
tape recorders and so on to develop skills in using such 
equipment, and communication and as a motivating tool. 

Stage six is analysis but this of course cannot in reality be 
Separated from stage five because it should be going on 
throughout. Role-play and simulations are often used to 
reinforce the analysis and students may well be helped at 
this stage to link their study to wider issues. They may in 
fact do this for themselves by asking questions. I have seen 
9-year-olds at Notting Dale Urban Studies Centre who have 


been studying local housing start to question national poli- 
cies of housing allocation! 


Students can then be asked 
solutions. When looking at a 
be asked to come up with a 
ideas on an expert. When stu 


if it is appropriate to suggest 
physical problem they might 
design solution and test their 


that the student develops 
The next stage can be a p 
the whole class and other 
who have been involved 
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to comment, challenge and compliment. It demands the 
development of useful communication skills which seem 
usually under-developed in schools where too much em- 
phasis is placed on the written and private end product. 

9 The final stage is the one which is most difficult to achieve. 
It is that of ensuring that the projects lead into action and it 
is especially difficult to achieve when the issue chosen is 
wide and sensitive. Students could for example present solu- 
tions to local racist behaviour but they might not be able to 
do anything about it. Some teachers get around this by 
guiding students towards issues that they can influence such 
as internal school design or organization. Others accept that 
action must sometimes be low key and be as simple as 
writing to local councillors in the planning office. I was 
once involved with a primary school group who noticed 
that the nearby post box had lost its sign saying when the 
post was collected. They wrote to the post office about it 
and a few weeks later the sign was replaced. It was a very 
small achievement but they felt very proud. 


Some Project Examples 


Below are eight brief descriptions of urban studies projects, most of 
Which I have been involved with, that begin to demonstrate how 
urban studies can be made available to all ages and can be taught as 
àn integrated study or fit in one subject area. Longer descriptions of 
these and other projects can be found in back copies of BEE. 


1 A primary group looks at pedestrianization 
This project was done by a mixed third and fourth year 
class from a junior school. Most of the research work was 
done at our Urban Studies Centre but the follow-up work 
was done in the classroom. The group decided to look at the 
question of whether or not the local shopping street should 
be pedestrianized. They first divided into groups to study 
various aspects of the problem from the point of view of 
shoppers, shopkeepers, vehicle drivers, officials and others. 
They soon discovered that there was a conflict of view 
between the local council and the GLC (Greater London 
Council) and thus had to investigate this relative power. 
Each group made direct observations such as a traffic count 
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or a shop use survey and they all talked to the public and 
officials. 

After several weeks of research we used a role playing 
game to focus their ideas to which end we asked them to 
play the parts of the various factions. Before playing the 
game students were asked to say whether or not they 
thought the street should be pedestrianized. The majority 
said ‘no’. Then they played the game which includes a 
planning evaluation designed to give insight into the ways in 
which planners make decisions. After playing the game 
which highlighted sometimes painfully the relative 
powerlessness of some groups and individuals, we asked 
them again whether they still thought the street should have 
traffic in it. This time they said they thought it should be 
pedestrianized. In a way it is not important what conclusion 
they came to but it is important that they saw the process of 
changing their minds. 

A secondary group looks at the same issue 

As part of a CSE social studies course a fourth year group 
looked at another aspect of the pedestrianization issue. They 
chose to look at the road that would need to be widened to 
accommodate the traffic from the closed street. The study 
was meant to teach them about local government but 
through a local studies approach rather than didactically. 
They used techniques of photography and local interviews 
and we were also careful to ensure that they talked to 
different officers and politicians with a variety of opinion. 

However we had to allow the study to change half way 
through as you often have to do in urban studies projects 
because they had a particularly interesting and not 
altogether comfortable experience when talking to a GLC 
councillor. This led them into all sorts of questions about 
the role of the politician and into the whole issue of the 
closure of the GLC. 

An integrated study for first years in a secondary school 

Employment is an important issue to tackle in social educa- 
tion and provides a good focus for an integrated study. The 
whole information technology centre network grew out of a 
study by FE students on local employment possibilities 
based at Notting Dale Urban Studies Centre. One local 
secondary school decided to take an integrated approach to 
teaching humanities in the first two years and used the 
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summer term of the first year to focus on employment. The 
project was school-based but involved drafting in several 
additional adults/teachers including the Divisional Industry- 
School Coordinator who initiated and steered the work. 
The whole first year, working in classes, followed trails in 
local employment areas, visited firms and tried to come to 
grips with issues in the local economy. 

The culmination of the project was a focus on the old 
White City Stadium site which had recently been cleared 
but whose future had not been decided. The study told 
them much about the mismatch between employment 
opportunities and the local adult communities! needs. When 
the children played a simulation game about replanning the 
site they were concerned to provide something that would 
offer work to local people. 

A critical look at MSC training 

In an area where there is a high incidence of unemployment 
amongst school leavers it is important to open students’ 
minds to training possibilities but it is also important to 
teach them to be critical. With a social studies teacher we 
organized a project with another fourth year group of 
secondary pupils where in school they learnt something 
about employment and training and were then sent to visit 
local MSC training projects. We found that they were 
already aware of issues of payment on some schemes but we 
helped them ask pertinent questions of tutors and trainers 
about what the training involved and job opportunities 
afterwards. 

A special day on women’s issues 

In urban studies we usually encourage teachers to give a 
good chunk of time to a project because it can take a while 
for students to come to grips with an issue and to learn the 
skills necessary to pursue the project. However practical 
limitations can mean that it has to be a one-off exercise. 
These can be valuable especially if the students can spend at 
least a whole day following one issue. It is also possible to 
organize a day event where students from different schools 
and different ages can meet and work together. 

One such day was organized to celebrate International 
Women's Day in 1985. We invited adults and women and 
female students to meet at the Urban Studies Centre. They 


were given a variety of issues to look at including design in 
8 desig 
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the shopping centre and mother and toddlers provision in 
the park. Two of the most successful projects are worth 
mentioning because they could be adapted to a school base. 
One group looked at women and safety. They walked 
around the area identifying problems and talking to other 
local women. They then tackled the officials about what 
action should be taken. Another group looked at what it 
was like to work as a woman. They looked at council 
employees and came up with some interesting conflicts 
which it would have been hard to raise in an abstract situa- 
tion in the classroom. 

New technology and urban studies 

It is important to teach children applications for informa- 
tion technology and to get away from academic computer 
studies. This can be done through an urban studies project 
and in the case described below can also lead to that highly 
desired ‘action’ which is often mentioned. 

A junior school teacher asked for information about 
trees in the area around his school and was told that the 
council did not have this sort of information but that they 
could do with it. He then set about collecting information 
on local street trees with his class. The project included 
survey work, talks with an arboriculturalist and with plan- 
ners, and making a tape slide show telling other schools 
how to do a tree survey. The children collected the data on 
their school computer and eventually handed a print-out to 
the Town Hall containing all the information that they had 
asked for in the first place. 

A motivator in communication studies 

Another interesting project was undertaken by a local 
English teacher with a group of 12-year-olds. She designed 
an agreed programme of work with a teacher in a Swedish 
school. The programme in itself was nothing extraordinary. 
It included half term blocks of work on the individual 
pupils, their homes, the school, and the local area. The 
classes used the written word, photography, drawing and 
videos. What made it special was the link with the Swedish 
children who were of course doing their part in their En- 
glish lessons. It was what we sometimes call an environmen- 
tal exchange and parcels of work crossed the North Sea six 
times a year. Both teachers said that the project had a great 
motivational force and included a great deal of social educa- 
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tion, especialy in terms of explaining the multicultural 
background of the British group, as well as communication 
skills. 

Urban and local studies do not need to be parochial. 
Looking at self or a local issue can lead to much higher 
things. There is the famous case of the closure of the sugar 
refinery in Hammersmith which could lead to a look at 
local job losses and what should be rebuilt on the site but 
might also include a look at EEC sugar policy and its effect 
on sugar cane growing on the West Indies. 

8 Local studies in tbe community school 
| mentioned earlier that it was often easier to do school- 
based urban studies in a community school. This is demon- 
strated by a City and Guilds Project currently running in 
my school which will evolve into part of our CPVE course. 
The group is doing a year's worth of work on local recrea- 
tion picking up on the life skills elements of the City and 
Guilds syllabus. It includes a look at local recreational 
opportunity, the role of the Council, the effect of public 
transport, sports hall management, publicizing recreational 
programmes and planning events. Because we are a com- 
munity school I am able to weave all sorts of real elements 
into the Project. The students can survey the recreational, 
educational and sports provision in the school, buy and test 
equipment for us, help publicize our facilities and plan some 
of our programmes. Also because we are a community 
school and have a close relationship with all sorts of indi- 
viduals and organizations around us it is easy to bring them 


into such projects. 


Working With Adults and End Products 


included adults but it is of 
same way with an adult 
ng can come out of it in 


All the projects so far described have 
course possible to work in exactly the 
group. Sometimes something very exei 
terms of an end product. However the best end product from urban 
studies that I know of did not grow out of any formal adult 
education class. A group of council tenants were able to design, 
Oversee the building of and then run their own community centre 
on an estate in North Hammersmith. They did this with the help of 
the Notting Dale Urban Studies Centre, using the Centre's re- 
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sources to make them aware of local needs. Incidentally the aware- 
ness in part came from local school children's research. 

Another good example of an exciting end product involving 
children comes from much further north, in Glasgow. There the 
Glasgow Eastern Area Renewal Group (GEAR) ran a competition 
for children to redesign areas of open land that they were about to 
improve. They committed themselves to implement the prizewin- 
ning plans. The group that won, a junior school class, then had to 
face the local residents, amend their plans and work alongside a 
landscale architect but they eventually saw their proposal built. 


Getting Over the Problems 


Urban studies is not easy to do especially if you work in a situation 
where community education has not been widely developed. It is 
time consuming. It demands a change in teaching style. There are no 
text books to do the work for the teacher. Sometimes it leads into 
political difficulties and sometimes it is hard to make colleagues see 
that it is worthwhile and that it fits into their educational aims. 
There are however ways round most problems. 

The first and perhaps the most difficult problem to overcome is 
to achieve the change in teaching style. A teacher who is used to 
being the fount of all knowledge and to imparting carefully prepared 
lessons to the class perhaps using a well-tried and trusted textbook 
will be at a loss. The need to change classroom practice has been 
recognized by many including those who set up the College of St. 
Mark and St. John Training Project in the East end of London. As 
John Rayner (1981) says, 


The teachers in schools, so often contemptuous of what they 
saw going on in colleges of education, continued neverthe- 
less to endorse the programme followed by their apprentices 
even after the system showed signs of breaking down. The 
system was certainly showing signs of breaking down in 
inner-city areas: pupils were refusing to accept their role as 
pupils and their teachers in consequence were unable to 
sustain theirs. 


There are many deep fears about letting go, some of which 
relate to the fear that the class will be undisciplined and control will 
be gone. However, the educational rewards of doing so are great. 
One way round the problem is to introduce more adults into the 
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classroom. Working with small groups makes the move easier. In 
these difficult economic times it is hard to find more teachers but 
team teaching is one solution. Alternative non-teachers such as local 
experts, students or parents can come in to help in the urban studies 
project. Good urban studies needs a high teacher/pupil ratio. 

The next problem to overcome, especially in the secondary 
school, is the tyranny of the timetable and later the exam syllabus. It 
is hard if not impossible to do a good project in one double lesson a 
week. There is hardly time to go out which will be necessary at 
some point and there is no time for follow-up. The way round this 
is to persuade colleagues to cooperate. An integrated approach to 
areas of learning is probably best but if this is not achievable it may 
be possible to plan projects with teachers from different subject 
areas either to bargain for time or to agree to teach about the same 
issue from different viewpoints. The exam syllabi will cause prob- 
lems in the later years but it is possible to bend many exams round 
to include some element of local studies. In CSE courses there are 
no problems and ‘ʻO’ and ‘A’ level geography, sociology and history 
field work can be made to fit in. Preoccupational courses like CPVE 
and TVEI also contain possibilities. Many schools have personal or 
social development lessons which are not exam orientated and local 
studies can be made to fit into English and Art where there is a 
will. Some schools also choose to abandon their timetable and run 
an activities week. Here is a perfect opportunity to have the whole 
School involved in a variety of local studies, such as the one orga- 
nized by Forest Gate School, Newham in 1984 (see BEE 166). 

Another pedagogical difficulty is the thorny question of assess- 
ment. There is no doubt that it is difficult to assess one’s success in 
urban studies if one’s goal is to produce an adult capable of partici- 
pating in local and national affairs. One can easily assess whether the 
Pupil has acquired the necessary skills to observe, record, analyze 
and communicate and it may be that we have to accept that this is 
what any formal assessment will be about. 

The political nature of urban studies raises further problems. 
First, teachers have to accept that they are dealing with a form of 
political education. They then have to decide where they stand on 
the issue of teacher neutrality and perhaps put their own stand in 
the context of the school. Although there have been recent govern- 
ment rumblings about the danger of some political education, the 
Present government gives full support to the learning of political 
literacy, We thus have to show that taking an issue-based approach 
in urban studies is one of the best ways of acquiring those skills. To 
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a worried headteacher or governor it is important to point out that 
urban studies is not trying to pass over one particular set of values 
or ideas. It is also important to point out that we always try to get 
students to see each side of any argument and to be thoughtful 
before making up their own minds. Some teachers try to steer away 
from over-sensitive issues and in the end it is their choice, but it is a 
pity because it is certainly important to face difficult urban issues 
with the children who have to live with them. It can also be argued 
that everyone should be encouraged to deal with them. 

The last problem that needs to be pointed out is the difficulty 
that the individual teacher has in making time to prepare for an 
urban or community studies project. It is very time-consuming 
making contacts, collecting resources and making appointments. 
This is why it is so important that teachers are not left in isolation 
trying to develop this area of a curriculum. A school should have a 
policy which commits it to a community studies approach so that 
teachers can share resources and contacts and so that examinable 
activities, non-examinable activities and extra-curricular activities 
can all feed off each other. It is so exciting when the person you 
invited to talk at assembly on handicap can suggest contacts for the 
social service club and help prepare a module for the fourth year's 
personal development studies. This is when the time spent in mak- 
ing the contact in the first place is repaid as a good investment. 


Conclusion 


I want to end by underlining some of the ideas presented in this 
chapter on community education through urban studies. It is essen- 
tial that the approach is issue-based and that it deals with issues that 
are relevant to the student’s life. It is also essential that the teacher's 
role as an information giver is reduced to a minimum. Often the 
teacher knows as little about the issue or the area as the students but 
he or she does have skills to share and knows how to find things 
out. Teachers thus become facilitators and catalysts. 

In community education through urban studies it is important 
to allow the students to define their own rescarch and to give them 
access to the raw data that they might have to face in later investiga- 
tions. Students should be encouraged to base their analysis and 
problem-solving on that research, which includes their own views 
and the views of others. They must always be made to present their 
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ideas back so that they have a focus for the project and so that they 
develop their ability to communicate. Finally we should try to find 
ways of ensuring that urban studies leads whenever possible into 
action, however small, so that the students see that there is a pur- 
pose to the project and so that they will know how to take creative 
action later. 

Things will move slowly. As David Hargreaves (1982) says: 


Community schools and community education are in their 
infancy; courses in community studies are still few and 
somewhat experimental. There is an emerging literature on 
community education which is rich in ideas, cautious in its 
pretensions and critical of the achievements so far; and that 
literature treats in depth many of the issues and arguments 
that have to be neglected here. Changes in curriculum and 
pedagogy are substantially slower than changes in structure 
and organization, as we learned in the case of comprehensive 
reorganization. Change in the content and method of 
teaching has to be grafted on to existing practice. Or, to put 
the matter another way, existing practice can show a remark- 
able resistance to apparent change. Teachers, like everybody 
else, do not much care for having their deep assumptions 
questioned and changed. The culture of individualism is as 
deeply ingrained into the fabric of schools as the cognitive- 
intellectual tradition and can easily survive what appear to be 
radical changes. 


All I can add is that whilst I understand why things move 
slowly, they had better start moving soon. Otherwise we will be 
failing the individuals we educate and the society of which they are 
part. 
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ASSESSMENT OF PERFORMANCE UNIT (1982) Personal and Social Education, 
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BALL, C. and M. (1979) Fit For Work?, London, Writers and Readers 
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Davies, B. (1979) In Whose Interests? From Social Education to Social and 
Life Skills, Leicester, National Youth Bureau. 
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culum. A Scottish perspective on the task facing secondary schools. 
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ing, London, University of London Press. 
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EntwistLe, H. (1970) Education, Work and Leisure, London, Routledge 
and Kegan Paul. 
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don, FEU. 
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Aberdeen University Press. 
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London, Routledge and Kegan Paul. 
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Inspector for ILEA. 

HEMMING, J. (1980) The Betrayal of Youth, London, Marion Boyars Pubs. 
Ltd. 

A passionate, but coherent, argument for changing the structures and 
the ethos of secondary schools. 

Lee, R. (1980) Beyond Coping, London FEU. 

A comprehensive exploration of social education in a variety of con- 
texts. 

McPuait, P. (1982) Social and Moral Education, Oxford, Blackwell. 
Although the emphasis is strongly on moral education, some fun- 
damental issues are discussed. 

Rennie, J. et al (1974) Social Education: An Experiment in Four Secondary 
Schools, Schools Council Working Paper 51, London, Evans/Methuen. 
Detailed account of a failed attempt to adopt a ‘community campaign- 
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Rocers, C. (1983) Freedom To Learn For the 80's, Columbus, Chas. E. 
Merrill Pub. Co. 

A classic discussion of formal education from a humanistic perspec- 
tive. 
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Through Curriculum Subjects; Social Education Through the Informal 
Curriculum; Social Education: Using Media. 
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Tring, Lion Publishing. 

An excellent handbook for the classroom teacher. 
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Milton Keynes, Open University Press. 

An up-to-date and thoroughly informed discussion of the predicament 
in which secondary schooling finds itself in the face of youth unem- 
ployment. 

Wittiamson, H. (1984) Boys for the Jobs (reprint with new Preface), 
Cardiff, Sociological Research Unit, University College. 
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ROSLA Community Education Project, London, Routledge and 
Kegan Paul. 

A blueprint for a system of ‘living, experiential’ teaching and learning. 

Wuite, R. (with D. BrockincTon) (1983) Tales Out of School, London, 
Routledge and Kegan Paul. 

Students’ views of school with commentaries by assorted profes- 
sionals. 
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A radical review of secondary schooling with a strong ‘social educa- 
tion’ perspective. b 
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Multicultural Society, London, Harper and Row. 

A comprehensive application of multicultural education principles to 
secondary school subjects. 

Duroun, B. (Ed) (1982) New Movements in the Social Sciences and Hu- 
manities, London, Maurice Temple Smith Ltd. 

Contains many chapters relevant to the social education curriculum. 

GLEEsoN, D. and Wuitty G. (1976) Developments in Social Studies 
Teaching, London, Open Books. 

Still a relevant and helpful analysis for social educators. 

Harper, C. and Brown, C. (1983) ‘Social education and the social sci- 
ences’, Curriculum, 4, 1. 

Argues that social education is often too loose and sloppy about social 
phenomena. 
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IFAPLAN (1984) Education for Transition: The Curriculum Challenge, 
Brussels, IFAPLAN. 
A useful (and free) discussion document based on the EEC ‘Transi- 
tion’ project. 

McGuire, J. and Priestiey, P. (1981) Life After School: A Social Skills 
Curriculum, Oxford, Pergamon. 
Disappointingly pedestrian. 

PrinG, R. (1984) Personal and Social Education in the Curriculum, Lon- 
don, Hodder and Stoughton. 
A recent philosophical discussion. which included practical sugges- 
tions. 

ScniMsHAv, P. (1981) Community Service, Social Education and the Curri- 
culum, London, Hodder and Stoughton. 
A useful research study. 

VARLAAM, C. (Ed) (1984) Rethinking Transition: Educational Innovation 
and the Transition to Adult Life, Lewes, Falmer Press. 
A collection of research papers on social education from the EEC 
‘Transition’ project. 

WnuvLp, J. (Ed) (1983) Sexism in the Secondary Curriculum, London, 
Harper and Row. 
A very useful commentary and handbook organized by subjects. 

Witcox, B. et al (1984) The Preparation for Life Curriculum, Beckenham, 
Croom Helm Ltd. 
A detailed report on the Sheffield EEC Project. 


Methods 


Barnett, C. et al (1985) Learning Through Experience, London, Mac- 
millan. 

BrLBIN, E. et al (1981) How Do I Learn?, London, Further Education 
Unit. 

A useful perspective which may be new to many teachers. 

Boup, D. et al (Eds) (1985) Reflection? Turning Experience into Learning, 
London, Kogan Page. 

Branpes, D. and Ginnis, R. (1986) Student-Centred. Learning, Oxford, 
Black well. 

Branpes, D. and Puituips, H. (1979 and 1984) The Gamesters’ Handbook 
No. 1, London, Hutchinson; The Gamesters’ Handbook No. 2. 
Hundreds of games for teachers and group leaders. 

Button, L. (1971) Discovery and Experience, London, Oxford University 
Press. 

This is the original theory behind active tutorial work. 
BYV SociAL EDUCATION PROJECT (n.d.) Social Education as a Teaching 
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Method, Birmingham, BYV Social Education Project. 
A short paper describing and evaluating a course in an inner-city 
comprehensive school. j 
CLaxTON, G. (1984) Live and Learn: An Introduction to the Pyschology of 
Growth and Change in Everday Life, London, Harper and Row. 
A readable and eclectic theory of experiential learning. 
CorawcrLo, N. et al, The Human Relations Experience: Exercises in 
Multicultural Nonsexist Education, Monterey, CA, Brooks/Cole Pub. 
Co. A wealth of useful exercises particularly for staff development. 
DEARLING, A. and ARMSTRONG, H. (1983) The Youth Games Book, 2nd 
edn, LT. Resource Centre. 
More games and group exercises for a teenage clientele. 
Hamauin, D. (1981) Teaching Study Skills, Oxford, Blackwell. 
Hopson, B. and Scatty, M. (1981) Lifeskills Teaching, London, McGraw 
Hill. 
Probably the best account of social education methods available. 
InviNG, A. (Ed) (1983) Starting to Teach Study Skills, London, Edward 
Arnold. 
Sensible discussion and practical case studies across the curriculum. 
Jaques, D. (1984) Learning in Groups, London, Croom Helm. 
Pike, G. and Sersy, D. (1985) ‘The global classroom’ Social Science 
Teacher, 14, 3. 
Fifteen exercises to encourage participatory learning. 
Priesttey, D. et al (1978) Social Skills and Personal Problem Solving, 
London, Tavistock Pubs. 
Written for all the helping professions but a source of much wisdom 
and clear strategies for social education. 
Priestiey, P. and McGuire, J. (1983) Learning to Help, London, Tavis- 
tock Pubs. 
Excellent source book for advice on values, interviewing, counselling 
and group work. 
Ricuarpson, R. (1979) Learning for Change in World Society, London, 
World Studies Project. 
An excellent compendium of teaching ideas. 
RicHARDSON, R. et al (1979) Debate and Decision: Schools in a World of 
Change, London, One World Trust. 
A very useful guide to staff development in experiential learning. 
Scottish Community EpucarioN CENTRE (1982) Social Education: 
Methods and Resources, Edinburgh, SCEC. 
A useful companion for teachers. 
Smit, M. (1981) Creators not Consumers (2nd edn), Leicester, National 
Association of Youth Clubs. 
An invaluable discussion of social education in youth work. Teachers 
should not ignore it. 
Tapperer, R. and ALLMAN, J. (1983) Introducing Study Skills: An Apprai- 
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sal of Issues at 16+, Windsor, NFER-Nelson. 

An important research report containing many practical observations. 
Wors, D. (1975) An Experience-Centred Curriculum: Exercises in Percep- 

tion, Communication and Action, Paris, UNESCO. 

A thoughtful discussion of experience-based learning with exercises. 
World Studies Journal, 5, 2, The Learning Process. : 

Thorough review of all the new learning styles. Available from World 

Studies Teacher Training Centre University of York. 
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